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Preface

)

The editors are pleased to be able to present the third monograph in this
series of monographs which emphasizes severe behavior disorders of chil-
dren and youth. This 1s an ongoing eftort designed to make available the
most current Information and research related to this area The problems
associated with the treatment and education of behaviorally disordered
children continue to be a major concern for the professionals involved in
providing services to this population.

it1s our hope thatthis monograph will assist all of us in better understanding
and dealing with this phenomenon These papers once agatn are the result
of the Third Annual Conference on Severe Behavior Disorders of Children
and Youth held at Anizona State University on November 15, 16, and 17,
1979. The conference was jointly sponsored oy Teacher Educators for Chil-
dren with Behavior Disorders and the Department of Special Education at
Anizona State University, and was endorsed by the Council for Children with
Behaviorat Disorders. This issue is divided into specific topical areas which
reflect the major emphasis of the conferance. The areas addressed are (1)
Severe Behavior Disorders of Children and Youth, (2) Juvenile Delin-
quency, (3) Behavior Disorders at the Secondary Level, (4) Teacher Train-
ing 1n Behavior Disorders, and (5) Teaching Self-Control to Behaviorally
Disordered Children.

The editors would hke to thank the College of Education at Anzona State
University and Dr. Robert Stout, Dean of the College of Education, for the
continued assistance provided which has made this effort a success

*We would further hike to acknowledge the Council for Children with Be-

navioral Disorders for their assistance in publishing this monograph
Robert B. Rutherford, Jr., Ph.D.
Alfonso G. Prieto, Ph.D.
Jane E. McGlothiin, Ph.D.
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A Glimpse of the Past
And A Look at the Future

Lyndal M. Bullock

Special education as an identifiabie component within the educational
structure came to the forefront in the iate 1950's. Thus visibility resulted in
large part because of the federal government's activity relative to handi-
capped individuais In fact, we as special educators might say that we owe
our very existence to the “Big Brother in Washington.”

Most of us are famihiar with the legisiative history that has been a sign.ficant
part of our heritage Virtually everyone of us here todday owe our profes-
sional preparation, either directly or indirectly, to one of the legislative acts
whuch have provided traiming funds for us to attend school or we have ob
tained preparationn BEH funded programs or have been taught by persons
who have taken advantage of federal funds designated for training person-
nel to work with the handicapped

Whale early concern for the handicapped was directed toward the training of
professional personnei to work with the handicapped, more recently the leg

islative action has focused upon the direct serv.ces being provided the
chitd with special needs. The evidence of this perhaps is best seen through
the passage of two significant pieces of legisiation The Vocational Rehabi!

itation Act of 1973, Section 504, and PL 94-142 Education of Alf Handi-
capped Act of 1975. Educationally, it is virtuaily impossible to implement
one of these laws without the Sther.

These two pieces of federal iegislation, whether we like it or nat. are going
to. or have, dramatically impacted upon the way we have been doing things

The pubiic schoois have already had to face up to the mandates of providing
more appropnate services for the handicapped They have had to begin to
rethink, 1n many cases, their total delivery models that have been designed
and operative within the school districts,

| don tknow about the school districts in your geographjc area. butin many
parts ot the country, numerous changes that have had to occur rather rap
idly (by educational standards, at least) have been extremely painfu!
some districts. years ago. boughtinto one or two special education delivery
models (1.e. self-contained classrooms, or segregated facilities, or re-
source rooms) and have felt that this was the way to appropriacely accom-
modate the special needs of the handicapped Practically every district |
know, has had to readdress its delivery system and make changes in order
to comply with PL 94-142.

School districts have had to provide rather massive inservice training to their
professionai personnel. especially the regular educators, in order to assist
them in a whoie array of added responsibilities These responsibilities in-

o)
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ciude {a) how tu work with parents of the handicapped—they are often a
difterent group of folks. inthat they are more assertive and more concerned
about the appropnateness uf the education and learning environment being
prowvided thesr chiidren. (b) how to work with regular educators who have
had tolearn how to function effectively on adnmussions, review and dismissal
committees at the local school levels. (¢) they are being asked to adapt the
day-to-day instruction to accommaodate the special cHild who may be re-
ceiving all or purtions of his, hernstruction within a regular classroom, (d)
how to utili.2 s pecial equipment that nught be needad by a special child, (e)
how to readjust standards of evaluation to accommodate for individual dif-
ferences. and the hist could go on Today, | see many school personnel
bending and becoming very frustrated with all these new demands

in addition. facultiesin Schoois of Education will also feel the impaci of the
mandates Theretore. we must immediately. if we haven t already done so,
begin to examine just what all these changes mean for how we are training
teachers

Two orthree years ago we saw the requirement added to many certification
tormats for at least a survey course n special educationto beincluded inthe
preservice preparation program for all teachers The State of Oklahoma. for
instance required that all certificated personnel have thus course prior to
any certihicate renewal | vividly recall the first semester of imnplementation
of this requirement when about 500 teachers, administiators. and others
showed up to take this newly mandated course and the Ccllege had no add.

tronai funds Thelegisiature, initsinfinite wisdom. falled to provide any dol-
tars to assist institutions of higher educationto respundto thus requiement

As a resuit. we hurniedly hured adjuncts. put large sections in auditoriums,
and proceededto insu't theinteligence of regular educators by lecturing
to them about specal kids

Generally, these approaches have not worked One state. of which | am
aware. tnied to repeal this requirement after a year of implementation
School personnel with whom | have interacted do not feel that such an ap-
proach 15 suffic:ent to enabie them to respond to the needs of the hand-
capped

in the State of Texas we have recently been mandated tu infuse four specific
requirements into the elementary and secondary education courses with-
out adding any aaditional hours to the curriculum | coordinate a special
project for the dean to work with the faculty in the infusion process Thisis
an awesome task even though the faculty commuttees have been absolutely
super to work with - but we are asking that additional content be added 1.

an already bulging curniculum, we are asking fa zulty with little personal ex-
posure to handic apped children and in many cases with littie. if any, formal
course work in the education of the handicapped. to provide juniors and sen

iors with appropriate instruction about how to accommodate the handi-
capped in the regular classroom

Thehandwnting.s on the wall that this approach isthe wave of the future as
evidenced by the distribution of federal dollars by the Bureau for Education
of the Mandicapped In fiscal year 1980-81, for example, approximately 34
percent of the total BEH Division of Traimings budget wili go for special edu
cation training of regular education teachers

3
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Other service providers are also going to be affected by forcing a re-exami-
nation of the credentials Insurance companies may even have some effect
of controiling quakifications to staff hired by agencies who provide related
services {0 students ’

PL 94-142 holds the State Education Agency responsible for the services
provided to the handicapped, yet related service personnel often have a li-
censure procedure within their own discipline, professional, which is not
under the control of the SEA How can the SEA be assured that the related
service personnel are indeed quahified to deliver the service to a unique
popuiation? The integrity factors are going to force SEA’s to think about 3
series of options relative to personnel regulatory practices.

The policies existing within states relative to providing services tothe acjudi-
cated handicapped pupil are going to have to undergo extreme scrutiny
The SEA i1s enpowered by PL 94-142 to also supervise the provisions of the
Act relative to ail other state agenc.es that provide services to the handi-
capped Thus. state correction agencies must provide all the same safe-
guards for the handicapped as the public schoois anc be munitored by the
SEA PL94-142 not only affects instruction but impacts with a constancy of
iegal responsibilities and habilities previously not encountered by public
schools or state agencies There are several recent law suits regarding the
nght to services of the adjudicated hand.capped. (Doe v Henderson, Ten-
nessee. Val Rainey v Tonnessee Dapt. of Education. Mattie T v Holladay.
Mississippr)

it becomes rapidiy evidenced that the entire delivery process for the handi-
capped is being re-examined and is undergoing some rather dramatic
changes. whether we Like it or not changes in which all professionals
in special education are ether very much involved or who soon will be

i would ke to address some of the issues and concerns that are related to
the delivery of ser izes to the emotionally disturbed

Programs for the emotiunaliy disturbed or behaviorally discrdered are arel-
atwely new area of service for the public schools. As most of us are aware,
traditionally disturbed ~hildren received services through mental haalth
centers and residential treatment centes

Public schools, nationally. have m ore readily responded to specialized serv-
ices for other types of handicapped than they have for the emotionally dis-
turbed Thisis understandable. inthat early psychiatric intervention models
tended to minimize the value of education inthetreatment process Alsothe
inabihity of school districts to be able to secure appropriate related services
tfor the emotionally disturbed have inhibited program development Forex-
ample. afew years ago. in the State of Florida, we were grapling with how to
weliver mentai heaith services to chuidren in rural areas when two-thirds of
the counties did not have a pediatrician to provide even basic health serv-
ices The labei of emotionai disturbance has also had a stigmatizing effect
often leaving these children without a viable parent group to lobby for their
rnghts and needs

Sometime ago | was working witha group of teachers in East Texas and we
were discussing how to work with children with special needs and their fam-
iies Theseteachers had very different concerns— they served children who

L
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came from rural homes who didn t even have outdoor priveys, and no wa-
ter —not just lack of running water, butlack of pumps, therefore, they could
only bathe whenever 1t rained or they used the creek or pond.

It s hard to deai with special learning and management problems when the
social problem ts even more glarnng

Undoubtedly, there are numerous other reasons that special services have
not deveioped for the emotionally disturbed —some of these reasons are
1ssues among we professionais whe profess to know something about how
to deal with these kids

Public school services for the emotior ally disturbed are becoming more
available as evidenced by nationaistatiLtics in 1963. of the 79,500 emotion-
ally disturbed pupils being served, 30,800 were being served in pubhc
school programs In 1971, of the 113,000 emotionally disturbed pupils
served, about half were being served in public school programs In 1977,
about 288,000 emotionally disturbed pupils were being served in educa-
tional programs Aithough these figures represent a rather dramatic growth
inservices, the emotionally disturbed population remains one of the largest
unserved populations of handicapped pupils in the U.S today lt.s esti-
mated that duning the 1977-78 school year there were about 740,000 emo-
tionally disturbed pupils (72 percent) who were unserved

Recently. | was asked to chair a national conference focusing on the Se-
riousiy Emotionally Disturbed to be sponsored by the internationdl Council
tor Exceptional Children Indesigning thecallfor papers, | spenta ot of ime
talking with colieagues and professionais from our disciphine, as well as
those from allied disciplines across the U S, to ascertain what the current
1ssues really are Severa: specific topics emerged which | shall present.
some of which | will comment on briefly Incidentally, in thinking about
thec -, several are the same issues that we were grapling with years ago
when | first became involved 1n special education

Legal issues which affect definition and prevalence.

in a soon to be published paper by Dr James Kaufiman, fear 1s expressed
that the effects of PL 94-142 could have disasterous consequences for the
majority of disturbed children because of the way definition and prevalence
are handled

First of all, the rules and regulations that accompany the iaw and that de-
scribe the population are derived from Bower's {1969) definition, & defini-
tion that leaves the decision of whether or nota childis disturbed to clinical
judgment But then there s a clause appended to it (PL 94 142) which says
that children who are socially maladjusted but not emotionally Jisturbed
are not included

Are we really to believe that that exclusionary clause will not make a bu-
reaucratic mghtmare of attempts to provide appropriate education for kids
whose behavior gets theminto serious trouble but who can beignored on a
technicality because there 1s a mental health expert willing to scy that the
child’s difticulty 1s not due to disturbed emotions?

Disturbed children are defined, for purposes of PL 94-142, ir a loose ‘

I,
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encugh way that we could include just about any child we wanted, and just
about any child could he excluded if it were convenient.

Definition provides the basis for prevalence. And something disturbing is
happening with prevalence estimates For years, the Bureau for Education
of the Handicapped has estimated that 2.0 percent of the school-age popu-
iation s disturbed, a figure which most of us believe to be very conservative
The government s now finding that a head-count of disturbed children
served by special educationis turning up just less than 0.5 percent Why the
discrepancy? One hypothesis 1s that many of the disturbed children are
being served under other categonies. such as mentally retardation or learn-
ing disabilities Another hypothesis is that there really aren’t as many dis-
turbed chiidren as we thought—that BEH overestimated the number by a
factor of 4, an iuwa which experts refute Letus consider another alternative
explanation

When the law went into efiect in September, 1978, it said that all children
identified as disturbed had to be served. Just prior to that time, BEH figures
showed that about 25 percent of the estimated number of disturbed children
were recewing services. It makes sense to believe that PL 94- 142 had the ef-
fect of freezing services at the level (in terms of number of children served)
provided when the law took effect, ..e., at about 5 percent of the school
population Why and how could 1t do that, one might ask, since the faw
states that all disturbed chiidren must be 1dentified and served? It's fairly
simple A child i1s disturbed when some authority says he is If itisn’'t con-
venient to call a chuld disturbed, who 1s to say the schoo! must? And why
shoutd the schools go out of their way now to identify and serve these chil-
dren? Identification and service are now a unity by legislative act You car
not say there are disturbed children in your school but that you haven'tre-
sources presently to serve them

Social policy may have potentally damaging (restrictive) effects upon
services'

What 1s the most appropriate intervention model for emotionally disturbed
chlldren?

While | generally support the concept of the ieast restrictive environment, it
is a giobal term which s oftenli-defined and often left toindividual interpre-
tation Thus, | have many concerns about what | see happening to emotion-
ally disturbed children in relation to thus concept The resource room con-
cept—where the child leaves the regular class for some portion of the day
for special instruction—often does not provide for consultation time be-
tween reguiar teacher and special teacher If this 1s missing—what is really
special about special education for the emotionally disturbed student? This
approach, to me, is similar to the 50-minute “therapeutic trip” where the in
dividual is left without appropnate support for the other 23 hours |

i (cautiously) believe this type of intervention approach to be little more
than an administrative ploy to dlustrate that a ot of children are receiving
services without addressing the quality nor the generalizability of such
services

Enough of my biases Regardiess of the models. there needs to be a fult

1D
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adequate for all children!

.

\
l continuum of services available within a district because no one inodei 15

What Is autism? Who are the autistic, and what do we do about it?

Thetopicof autismis one of the hottesttopicsin the fiel. right now. Parents
+ ofautistiu chuldren rapidly are becoming a strong iobby. In our State, they
were instrumental in getting autism listed as a separate category - no
longer under emotionally disturbed, — which requires a new set of program
guidelines, teacher credentialing and all that goes with it In the State of
New York, autism was rece *tly placed under Developmental Disabilities

Will autism eventually become as much a potpourn as the general category
of emotional disturbance?

What alternative approaches could be, should be employed to educate the
emotionally disturbed?

This 1s a topic especially cntical with ado .scents—should we not imme-
diately explore career education and-or work stuay programs of some sort
designed to enhance their feeling of self-worth znd accomplishment while
at the same time providing alternatives to learning?

What about the use of alternative schools that have different standards of
conformity and greater therapeutic support systems amung a caring and
trained staff?

This issue 15 a topic that was recently addressed through ar. Invisible Col-
lege of the Council for Exceptional Children

Cooperative efforts among agencies and institutions who serve the emo
tionally disturbed must increase if we are to accomplish our goals for
intervention.

We must take more definitive steps to communicate with and coordinate ef-
fort with mental health, juvenile courts. and chiid welfare personnel The
Privacy A .t has impeded alot of sharing ot data relative to specific clients

[

Issues around teacher preparation and service delivery models

How dowe recruit personnei to commit themselves {o work with these knh&s
of kids?

!
Once committed. howdo we'train them? Should thetraining be categorical
or noncategornical?

Should preparation be unique to special populations such as teachers in
state training schools for adjudicated pupils, for teachers in residential
treatment centers or teachers in other special settings?

What are appropriate inservice models for credentialing and for providing

6  avenues for off-campus, field-based degrees?
O
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There are issues around instructional procedures

How can the affective and cognttive domains be more appropnately
combined?

For many years the field has been somewhat polarized between the behav-
\onsts and humanists. Probably neither have been as effective as they might
have been had polarization not been there.

What are the appropriate continuous measurement procedures for analyz-
Ing social and academic behaviors that are both effective and efficient for
use by classroom teachers?

¢

Supportive services to families

More and more parents are being requested to participate in the decision-
making process for their children’s educational program Whatcan parents
and professionals learn fromreach other which will enable both to be capa-
ble of fuifilling their respective responsibilities relative to predefined Inter-
vention strategies?

Often the greatest Support comes from having adequate knowledge on
which 10 base decisions. Both parents and professionals have a need forac-
curate information’

Administrative issues

How can greater cooperation exist between universities, State Education
Agencies (SEA's), and Local Education Agencies (LEA’s) in providing train-
ing which 15 competency specific?

| see some very saddening things happening SEA’s and LEA's are notreally
working closely with local universities and provide training ! am not imply-
1ng that University faculty should do all the training nor that they have ail
knowledge, but for SEA’s and LEA's and Universities to develop isolated
training programs and formats does a disservice to everyone involved

How do we prevent teacher burn-out?

This 1s a topic that 1s frequently discussed these days | have often heard
people talking about preparing or setting up systems for teachers to rotate
out of programs tor the emotionally disturbed for a mental health reprieve
Instead, wny don t we find ways to impact upon employing agencies.institu-
tions 1o provide ongoing mental health support that 1s necessary inorder to
maintain qualified personnel In these positions

Such an approach would be less expensive to the employing agencies over
the long haui and it wouid inevitably assist those teachers affect to feel bet-
ter about themseives and to allow them to continue to perform atoptimum
levels in programs designed for those children to whom they have made a
professional commitment

| am certain that there are many other issues in the field, but hopefully. 1

14
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have given you andea of how far we have yet to go before we can begin to
feel good about what is happening to the disturbed children i1 our society.

You and | must try to design educational services, at all levels, so they are
habilitative in-nature and thus diminish the need for increasing rehabilitative
services

John F. Kennedy, in his speech to the 88th Congress, pointed out that emo-
tional disturbance effects more families, places more strain upon the public
treasury, and causes a greater ioss of human potentiai than any other condi-
tion in the United States.

Let's find away to do our part to heip this very special popula.ion—a better
way, a way that is more effective, and a way that demonstrates a sense of
urgency and caring

Lyndal M Bullock Protessor. Division of Special Education. North Texas State Uni-
versity, Denton Teoxas
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A Comparison of Varied
Teacher-To-Child Ratio
On the Adaptive and
Attending Behaviors of
Two Autistic Children

Michael Zener, Alfonso Prieto, and Stanley Zucker

INTRODUCTION

The education of autistic children in the classroom presents even the most
highly trained practitioner with the challenging task of on-going assess-
ment of the optimai educationai environment for each child Frankel (1976)
discusses the various environmental options available to the teacher of the
autistic child. each option having the potential of markedly affecting a
chiid’'s academic performance These options, generally, focus upon the
areas of curnculum delivery, optimal type and schedule of reinforcement,
and the effects of the presence of other students in the same teaching
situation

in the assessment process, the teacher s often faced with, as Guskin and
Spicker (1968) point out, the shortcomings of traditional research meth-
odologies tn making definitive decisions with such heterogeneous group
of children in dealing with autistic children in a classroom setting. the
teacher s roie1s extended to that of an educational researcher whosetask s
to examine completely each aspect of the teaching-learning interaction
Biatt and Garfunkei (1973) emphasize the evaluation of avariety of methods
across varied settings in studying individual children and how they change
in different educational environments. Systematic observation of the class-
room behavior of an autistic chiid 1s, thus, essential in order for the teacher
to answer some of these important environmental questions

One such question relates tothe decision regarding the general apphcab#-
ity of the one-to-one teacher-to-child ratio. This is a crucial point in the on-
going assessment of autistic children Most professionals would agree that
a developmental goal for these children is movement to small group learn-
ing situations As Flaherty (1976) points out, these situations more closely
approximate community classroom environments and thus are more desir-
able The issue of one-to-one vs group treatment 's not, therefore. viewed
as a question of movement into a group. Itis, rather, viewed as a process of
systematically assessing the optimal time for such a change This assess-
ment must take into account a variety of behavioral, developmental and
cognitive factors. / @ , in seat, attending to task.




Lovaas and Koegel (1973) state that alarge majonty of research investigat-

“'1ng varniabtes in the treatment of autistic children has utilized a ong-to-one
teacher-child ratio. A one-to-one teacher-chiid ratio, for example, was em
pioyed with autistic children by Wolf, Risley and Mees (1964) to modify tan-
trum behavior, by Hewett (1965), Lovaas (1966, 1369}, and Risely and Wolf
{1967) to estabush functional speech, by Lovaas. Freitas, Nelson and
Whaien (1967) and Metz (1965) to condition generalized imitation. by He-
wett (1964, 1966) to teach reading skills, and by Marshall (1966) to establish
seif-help skills Koegel anu Rincover (1974) state that although operant
procedures in one-to-one {reatme.it have been extremely productive in a
vaniety of situations and with diverse behaviors. such procedures have not
been systematically investigated in the classroom setting Furthermore.
Frankel and Graham (1976) indica.e that some researchers have been will
ing to make generalizations as {o optimal environmental factors present in
the teaching situation, but these were made largely as a resul* of clinical
experience

While most researchers look o the group on an aventual goal, many of
those who have deait with autistic chiidren in classroom settings view long
t2rm one-to-one teacher-child rati0 as necessary tor the education of autis
tic children (Birnbrauer, Bizou, Wolf, and Kidder, 1965, Coffey and Weiner,
1867, Graziano, 1970, Hewett and Blake, 1973, Lovatt, 1962, Openheim,
1974) Other researchers, through not ulihzing systematic assessment
techniques 1n terms of the one-to-one vanable, noretheless have demon-
strated success for group teaching of autistic children (Fisher and Glanville,
1970, Halpern, 1970)

interesting to note as well as Blatt and Garfunkel s (1973) contention that
mentally retarded children are not influenced by the parameter of teacher
chiid ratio In work with mentally retarded populations, other researchers
have again lent support to both one-to-one treatment (Gardner. 1971,
wagner and Sterniicht, 1975) and group treatment methods (Bigelow and
Gnffiths, 1972, Dawis, 1969, Fielding. 1972, Storm and Wiilis, 1978)

Koegel and Rincover (1974) systematically investigated the feasibility of
modifying the behavior of autistic chiidren in a classrocm environment
Eight autistic children were taught certain basic classroom behaviors that
were assumed {0 be necessary for subsequent learning to take place in the
ciassroom These behaviors included attending to the teacher upon com
mand, imitation, and an e.ementary speaking and recognition vucabulary
3ased on research documenting the effectiveness of one-to-one proce
dures for modifying such behaviors, these behaviors were taught inone-to
one sessions The authors found, however, that behaviors taught in a one-
to-one setting were not pei formed consistently in a classroom sized group
{eight students to one teacher) This was also found n a group as small as
two children with one teacher Inaddition. the children evidenced no acqui
sition of new behaviors in a classroom environment over a four-week pe
rod Given these results, the authors proceeded to introduce a treatment
procedure based upon fading into the classroom stimulus situation from the
one-to-one stimulus situation Such treatment was found to be highly effec
tive in producing both a transfer in simulus controi and the acquisition of
10 new behaviors in a kindergarten, first grade classroom environment
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Forness (1974) has pointed out that emphasis has been given to alternate
methods of evaluating autistic children, particularly in providing meaning-
ful information about the child's educational progress One such method
{Graham, 1972) has utihzed direct observation of autistic children in briel
simulated teaching situations In each situation the tasks, reinforcers, and
teaching settings are systematically varied Similar to assessment iech-
niques denived previously from operant work with retarded children (Linds-
ley, 1964), measurements centered around frequency or duration of altend-
ing behaviors, response latancy, verbalizations and descriptive acts

Based. 1n part, upon the method cited above, Frankel and Graham (1976)
used systematic observation techniques to assess the adaptive perform-
ance, attention, and maladaptive behavior of retarded and autistic pre-
school children Two groups of six chuldren. previously diagnosed as autis-
tic and mentally retarded, were observed for seven 20-minute sessions The
following environmental parameters were manipulated teacher-child ratio,
presence ¢f food reinforcement, and skill area being presented Given the
data provided from direct and systematic okservation, the results suggest
that food reinforcement and the one-to-one teacher- :hid ratio may not
generally enhance adaptive performance, but may have an effect upon at-
tention and tantrum behavior Also, attention to task was found to be more
predictive of adaptive behavior than attention to teacher Furthermore, in-
terachions were generaily lacking between the above parameters and d1ag-
nostic group, whil2 levei of functioning did show such interactions

The results of the stuk.es cited above supportthepre 1ce of systematic be-
havioral observation with auustic children Also. the techniques utihzed
provide a framework in which individual differences can be measured and
used to design effective educational environments

The purpose of this investigation was to compare the intra-individual differ-
ences in adaptive and attending behaviors of two autistic children uponvary-
ing the teacher-child ratio from a oae-to-one to a one-to-two situation
Tasks 1n a variety of 1anguage, pre-academic, social and motor skill areas
were. at the time of the experiment. taught tothese particular studants using
a one-to-one teacher-child ratio A modified and abridged version of the
procedure proposed by Frankel and Graham (1976) was utiized to system-
atically assess the subjects abihity to move into a group teaching situation

METHOD
Subjects

The two subjects were members of a self-contained class for autistic chil-
dren i a suburban elementary school Subject 1. a seven-year-old male,
was completing his second year in the autistic program He had previously
been placed in a program for trainable mentally handicapped students Sub-
ject2. an eight-year-old female, was completing her third year inthe autistic
pragram Noinformation was available regarding her previous placement A
multi-disciphinary team consisting of a psychologist. teacher, occupation al
therapist. and speech and ianguage therapist was directly involved with
placement of the subjects in the autisic program The specific 1dentifying
charactenistics outlined by Creak (1961) served as the guideline for place- 11
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ment At the time of placement, both subjects were described as severely
«mpaired in all phases of language acquisition, with no social interaction of
any description Lack of intellectual development or retardation was ob-
served in certain areas of functioning, while both subjects did exhibit nor-
mal or super; - abilities in other areas. At the time of this experiment, both
subjects had attained a skill level in the area of language where they were
able to use 1-2 words in response to questions and in making demands. An
IQ was not available for eithar subject due to an earlier determination of un-
testable status. The followiny developmental information current with this
experiment was available for each subject and is provided in Table 1.

Setting

The physical settinginvolvedatable1.2m ~ 7m A 6m,locatedinalearn-
ing area within the classroom This particular classroom was partitioned

TABLE 1

Average Ages of the Total Skills Achieved on the

Monterey County Pupil Developmental
Progress Scale, Level 1

Subject 1 Subject 2

Motor Development

Gross Muscle 2-7 3-11

Fine Muscle 2-7 3-6
Social’Emotional

Social Skills 2-9 2-7

Self-Development 2-6 2-6
Cognitive Skills

Self-Awareness 1-6 2-7

Sensory Perception 2-4 2-10

Quantitative Concepts 3-0 3-0
Communication

Receptive Skills 1-9 2-9

Expressive Skills 1-11 2-4
Self-Help

Eating Habits 2-6 3-3

Dressing 2-6 3-3

Personal Care 2-9 3-4

Health 3-6 2-9

Travel 2-6 2-10

Safety 2-5 3-0

Music and Rhythms 2-3 2-9
Arts and Crafts 2-9 2-11
Recreation ' 3-0 3-0
12 e e
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into smalier learning areas using one of the walls of the room and two mo-
bile classroom dividers Thus, three sides of each learning area were en-
closed. The specific iearning area chosen for the experiment measured ap-
proximately 2.5 m x 1.8 m. The subjects were familiar and comfortab'e
working tn this area, and it was thus the site for each session

During the one-to-one sessions the subject sat at the table directly across
from and facing the teacher The width of the table, 7 m, separated the
teacher and subject. During the one-to-two sessions, the subjects sat di-
rectly next to one another at the table, facing the teacher who was seated
across and at an equal distance from each subject. Again, the width of the
table separated the teacher and subjects

Given the absence of aone-way mirror, the investigator sat approximately 2
m outside the learning area Since one of the sides was not enclosed.anun-
obstructed view of the subjects and teacher was possible

Procedures

The expenment involved two consecutive 15-minute sessions for eight
school days, divided equally over a two-week period For this investigation
two versions of a cognitive task, referred to as Task A and Task B. were de-
veloped for use in both one-to-one and one-t0-two teaching situations A
graduate intern who had been working with both students since the begin-
ning of the school year conducted the teaching sessions Thesessionswere
run as follows DuningWeek 1, at 10 30a m, Subject 1 received one-10-one
instruction in Task A At 10 45\a\m . Subject 2 joined Subject 1 and the
teacher for one-to-two instruction in Task B This format was used for the
first Monday through Thursday, durning which Subject 1's behavior was
measured across teaching situations For the one-to-two sessions durng
this irst week, Subject 2 served as the second subject in the teaching situa
tion Durning the second week, at 10 30 a.m , both subjects received one-to-
two instruction in Task B At 10 45 a m, Subject 2 received one-to-one n-
struction In Task A This format was used for the second Monday through
Thursday, auring which Subject 2's behavior was measured across teach-
ing situations Subject 1 served the function as the second subject in the
teaching situation during this second week's one-to-two sessions The for-
mat 1s summarized 1n Table 2

The particular sequence in the format regarding the teaching situation.1 e,
11,1 2,1 3.1 1,andthetask.1 ¢ .A, B, B, A, wasmanipulated in such a way

TABLE 2
Format for the Experimental Sessions

Sesslon Time Subject Situatlon Task

Week ! | 10 30 1 11

A

Ll 10 45 1 and 2 12 B

Week 11 | 1030 2and 1 12 B
] 10 45 2 11 A
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as to attempt to counterbalance any order effect which may have hindered
or enhanced the adaptive performance and, or attending behavior of the
subjects

|
Thefoliowingis a description of the discrete trial format (Santa Barbara Au-
tism Project, 1977) and tasks used in the experiment

In a one-to-one session. when Task A was performed, the subject was pre-
sented wiih five picture cards of common fruits, .., pear, banana The direc-
tions required the subjact. upon request, to hand the teacher two of the fruit
cards. @ g.. Give me apple and banana.” A correct response v'as judged as
the subject s successful retrieval of the two stimulus cards, not necessarnly
insequential order This retrievalincluded both picking up the correct 2ards
and handing them to the teacher. During subsequenttrials, the subject was
asked for different combinations of two stimulus cards.

in the one-1o-two sessions, trials were alternated, back and forth, between
the subjects so as to provide each subject withi the same number of trials per
session

When using Task B the directions and performance criteria remained the
same The difference was thatinstead of using fruits as the stimulus and dis-
tractor cards. vegetable cards were used The subjects teacher venfied the
similarity of level of difficuity in Task A and B. The subjects, in adaily ses-
sioninvoivinga discussion of thelunch menu, werepreviously exposed to
each food card that was used Thus, it was judged that the subjects had de-
veioped a sufficient degree of familiarity with all of them. The teacher also
venfied that the tasks were concurrent with both subjects’ level of cognitive
functioning

Upon successful completion of a trial, the subject received secondary rein-
forcement.n the form of verbal praiseand ahugor tickle Noresponse or an
incorrect response was Simply ignored. and a new trial was initiated A
primary reinforcer was distributed upon completion of each session Carob
chups, a common reinforcer used in the classroom, was chosen as thisrein-
forcer The type and schedule of reinforcement was controiled across
teaching situations

During each of the sessions. the teacher was responsibie for recording the
subjects adaptive performance Adaptive performance was measured by a
response score and acorrect score Theresponse score was counted as the
number of times the subject initiated touching responses witht 2 materials
involved in the task without the assistance of prompts other than the
teacher sinitial verbal directions. So. for each trial the subject received an X
aach time he followed directions without further prompting and an O if he
didnot Thecorrectscore was counted as simply the number of correctand
incorrect responses made by the subject according to the critenia stated
earlier

The investigator recorded attending behavior during each session Attend-
ing behavior was measured in terms of redirects. attending to task and at
tending 1o teacher. Redirects were counted during each session as the
number of times the subject under observation got out of his seat and there-
fore had to be directed back to the task by the teacher. This constituted a
simpie frequency count For m:aas_uremem of attending to task and attend
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ing to teacher, atime sampling technique was used Each 15-minute session
was divided 1nto 60 15-second intervals by use of a tape recorder, which
emitted a low-volume beep at the end of each interval Precautions were
taken to ensure that the tape s volume was low enough so as to not distract
the subjects Attending to task was counted atevery 15and 45second mark
of asession For this category the subject under observation received an X
or O depending on whether or not he was making eye contact with the mate-
fals mvolved in the task at the time of the count Attending to teacherwas
counted at every 30 second and minute mark of the session For this cate-
gory, the subject received an X or O depending on whether or not he was
making eye coniact with the teacher s face or upper part of the teacher’s
body at the time of the count

Thus. for each subject behavior was measured inboth 1 1and1 2 teaching
situations Data were collected in five categories of adaptive and attending
behavior Thesecategoriesincludedinitial response to stimulus, correct re-
sponse, attending to task, attending to teacher. and redirects

RESULTS

Adaptive and attending behavior data were graphed for comparison pur-
poses Figure 11s arepresentation of each subject’s adaptive performance
and attending behavior across teaching situations. Since the number of
trials was not exactiy the same across all of the sessions. the response
scores and correct scores were converted into percentages In addiion,
each session was not exactly 15 minutes as planned Tharefore, the scores
obtained for attending to task and attending to teacher were also converted
10 percentages The percentage dataforeach experimental session ts pro-
vided 1n Figure 1, including the frequency of redirects

Tables 3, 4. 5 and 6 report the mean percentile data for each phase of the
experiment

in terms of initiating responses to the stimuli involved in the tasks. Table 3
shows that both subjects performed at or just under 100 percentaccuracy 'n
each phase of the experiment

The second category of adaptive performance is summarized in Table 4

It was found that Subject 1 2 coriectresponses were 10 5 percent greaterin
the trials duningthe 1 2 phasethaninthose duringthe 1 1 phase Subject 2.
though. responded Correctly in 45 percent more of the tnials during the 1 1
phase than the 1 2 phase

According to Table 5, behavior defined and measuied as attending to task
showed simiiar results for both subjects with respect to the time samphng
technique that was used

Subject 1 attended to task 17 3 percent more of thetimeduringthe 1 1 ses-
sions than during the 1 2 sessions ltwasalsofoundthat Subject 2 attended
totask 14 3 percent more of the ime during the1 1sessionsthanduring the
1 2 sessions

The results for the ime sampling measuring behavior defined as attending
1o teacher are summarized in Table 6
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FIGURE 1
Parcontago data for each expenmental $ession

It was found that Subject 1 attended .o the teacher 23 percent more of the
time during the 1.1 sessionsthan during the 1.2 sessions The results show
that Subject 2 attended to the teacher only 3 percent more of the time dur-
ing the 11 sessions than during the 1 2 sessions

As shown in Figure 1, Subject 1 did not require any redirects during the
experiment, Subject 2 required two redirects inthe 1 2 phase, both occur

. TABLE 3
Mean Percentage of Responses for Subjects Under 1.1 and 1 2 Situations
Situation

Subject 1:1 1:2

1 99.5 98.3
2 100.0 100.0 |
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TABLE 4
Mean Percentage of Corract Responses for Subjects Under
1 1 and 1:2 Situations

Situation
Subject 1:1 1:2
1 338 443
2 575 12.5

ring 1n the same session. while during the 1 1 sessions. only one redirect
was required.

The subjects regular teacher was used to run reliability checks on both the
investigator and the teacher conducting the sessions A rehability check
was run on 25 percent of each week's data. During the reliability checks for
adaptive performance and attending behavior, the percent agreement for all
of the experimental sessions (inciuding the data from both subjects) were
as foliows responding to task. 100 percent, responding correctly, 98 per-
cent, attending to task. 94 percent. and attending to teacher, 97 percent

DISCUSSION

At the outset of this section it is necessary to emphasize that the results
surmmarized above cannot lead to outright, definitive conclusions regarding
the most highly effective teaching situation tobe employed with either sub-
ject Thereis constderable vaiue, though, in some of the more téntative and
speculative questions which may be raised upon examination of the data
Also. the observational information that was gained dunng the course of the
expenment by this investigator and the subjects' teachers was extremely
useful 1n terms of providing further Insightinto the learning of these particu-
lar students Tentative conclusions that are specific to the subjects based
on the data coliected during the experimental sessions will be discussed
below

Given the extremely high percentage of responses summarized 1n Table 3
and the rather variable percentage of correct responses (Table 4), there
does not seem o be a trend toward improvement in frequency of correct
responses with a igher frequency of initiation of response Anexamination
ot the upper hait of Figure 1 would illustrate this rather explicitly for both

TABLE 5
Mean Percentage of Time Attending to Task Under 1 1 and 1 2 Situations
Situation .
Subject 1:1 1:2
1 843 670
2 81.8 675
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TABLE 6
Mean Percentage of Time Attending to Teacher Under
1:1 and 1:2 Situations

Situation
Subject 1:1 1:2
1 37.0 14.0
2 208 20.5

subjects. Also, there does not seem to be any difference in either subject'’s
ability to .nitiate responses when comparing their performance of the tasks
in the 1.1 and 1.2 situations. For the particular tasks presented, Subject 1
does not seem to be substantially affected, interms of percentage of correct
“esponses, by the change in teaching situations (Table 4). In fact, he re-
sponded more correctly, on an average, during the 1.2 sessions. Further
sessions could be utilizéd to substantiate this particular trend. The compat-
ison for Subject 2 is somewhat more dramatic, where the 1.1 situation
seems much more clearly superior in terms of correct responses to the
tasks

The percentage datafor attending to task ( Table 5} shows a similar trend for
both subjects While the difference is not dramatic, both subjects seem to
attend to task better, by comparison, inthe 1.1 sessionsthan inthe 1,2 ses-
sions Attending to teacher (Table 6}. again, presents a more variable pic-
ture Subject 1 doesseemto spend a greater percentage of time attending to
the teacherin the 1.1 as compared withthe 1.2 situation. For Subject 2, this
behavior does not seem to be affected by the change in teaching situaiion.

Since the frequency of redirects was minimal across the sessions, it is not
likely that sharing the teacher’s attention in the 1.2 situation would neces-
sarily lead to a decrease. .nin-seat behavior. Certainly itis probable that fac-
tors othes than teacher attention affect the subjects in-seat behavior. These
factors. specific to the present subjects, will be among those issues dis-
cussed below

As mentioned earlier, ongoing evaiuation of the educational environment is
acrucial aspectin the planning and implementation of programs for autistic
students When working with these students, we are d .aling with a popula-
tion that is unique in terms of the ways in which subtle environmental ma-
nipulations. esther controlled or uncontrolied, may produce marked effects
in the learning process In the course of this experiment certain variables
interacted to produce the results previously summarized.

Oneofthe more difficult aspects of the experiment was the deveiopment of
matched cognitive tasks. It was necessary to control, as effectively as pos-
sible, for the level of difficulty factor in order to compare the data from the
1 1and 1 2teaching situations. it was also important to match the tasks in
the same area of cognitive functioning. it would seem difficult to make any
concrete comparisons between behaviorin 1.1 and 1.2 situationsfthe sub-
jects are being asked to perform completely unrelated functions. Also,
compar.isons would be confounded .f the subjects were asked to perform
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the exact same taskin each learning situation inthis case, there would exist
much more of an overriding possibiiity that the subjects’ performancen the
second week s sessions would be affected by the training provided in the
first The probiem thus existed of wanting to keep the tasks close (but not
exactiy thesamej inievel of difficulty and to keep the area of cognitive func-
tioning the same in both tasks According to Figure 1, percentage data for
correct responses and attending to task appeared to decrease within each
week of sessions This week effect may have been alleviated by running
the sessions Wednesday, Thursday Monday. Tuesday Yet, an alternative
explanation is entirely possibie The trenc 'n Figure 1 could represent a de-
crease in the subjects motivation or interest level for the tasks Thesubjects
may. quitesimply. have grown bored with the tasks Such a motivational fac-
tor shouid be anticipated and taken into account in planning and imple-
menting such simulated teaching situations in the course of future research

There were a number of other factors which were viewed as having afiected
the quality of responses in the erperimental sessions Thememory compo-
nent of the tasks provides acase in point itwas observed thatwhenthe sub-
jects repeated the directions verbatim. e.g . ‘Give me appie or pear.” acor-
rect response almost always occurred This behavior seems to represent
more than a meaningless echoing response It s seen as an attempt by the
subjects to process the information with the necessary assistance ofanaudi
tory cue An analogy may be drawn to a person who dials directory assis-
tance on the telephone, is given a phone number. and then repeats it aloud
5o as to aid 1n storing this short-term information for immediate use It1s
quite possibie that the subjects needed the input that the auditory cue pro-
vided them in responding cortectly to the stimulus Alsoworth pointing out
is Hermein and O Connor s (1970) finding thatin autistic children the recall
of words 1s more frequently dependent on the sounds of words rather than
meaning This apphies here in terms of the teacher's voice inflections when
presenting the stimuius Although not formally measured. even subtle dif-
ferences in the amount of emphasis placed on the stimulus words were ob-
served {0 have an effect on both the subjects’ cueing process as described
above and subsequent correct or incorrect responses For the purpose of
the expeniment. this verbal prompting by the teacher was controlled, as ef-
fectively as possiblie. across sessions

Another factor affecting quality of response was the potential for distrac-
tion, represented in the phase of the task involving the motor response For
exampie there were occasions when the stimulus was presented. the sub

ject would pick up the correct cards and would then accidentally drop one
of the cards When this occurred. the finai phase of the task. that ofhanding
the cards to the teacher, was almost never completed

This teads directly to a cruciai consideration in terms of the learning charac-
teristics of autistic students In their behavioral descriptions of autistic
children, many researchers (e g . Creak, 1961. Kanner. 1943, Rimland. 1964)
report a pathological preoccupation with particular objects. or certain
charactenstics of them without regard to their accepted functions This
manifested itseif in the behavior of the subjects in this experiment during
many of the trnials When presented with the simulus. the subjects almost
always initiated aresponse (Table 3) Thisinitial response was basically fol-
iowed with one of three additional responses {a) successful completion of
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thetask by retrievingthe correctcards, {b) unsuccessful performance of the
task by retrieving theincorrect cards, or (¢) picking up any number from one
to all five of the cards (stimulus plus distractors} and fixating” on them untl
the teacher removed them from the subject s hand in order to irutiate a new
tniai Here a problem arises in defining exactly what constitutes first, are

sponse, and second, a correct response on the part of the subject For ex-
ampie, if the subject makes conta. with any of the cards, but Only to lose
himself inthem, so to speak, does this cunstitute aresponse? According to
the initial defining criteria it does, since the subject is making contact with
the matenials without any additional prompting. Also, if the subject picks up
the correct cards, is then either distracted or begins fixating on them, and
subsequently does nothand them to the teacher, does this constitute a cor-
rect response? Again, according to the defining criteria, this would not be
consicered a correct response because successful completion of the task
was pre-determined to include handing the correct cards {o the teacher

The above are questions of the defining nature Such questions should be
anticipated prior to a teaching situation with not only autistic students but
all students {

Theindividual and systematic behavioral assessment that was conductedin
this experimen* can be utilized effectively across various skill areas Its use
canbeanintegral partinthe planning of educational environments specific
to each student sneeds Tasks matchedtothe student s level of functioning
can be developed in other cognitive areas and phases of the prugram such
as language and self-help training As previcusly mentioned. Frankel and
Graham (1976} have demonstrated that the technique can also be used to
determine the optimai type and scheduie of reinforcement for each student
The above information can then be combined with the less formal bt hughly
valua*le observational information such as that gathered thro ghout this
expennment The teacher is thus afforded a more comprehensive assess
ment on which t0 base his or her decisions in the ongoing process of plan-
ning and implementing effective educational programs for autistic children
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A Progress Report on David,
One Year Later

Felix Billingsley, Richard Neel, and Robin Munson

INTRODUCTION

In an earlier report (Neel and Billingsley, 1979), we descnbed our work with
David, an 11-year-old pupi at the Experimental Education Unit Atone point
oranother in hus life. he had been labeled psychotic, aphastic-hke, behavior
disordered, and autistic, with autism being the usual diagnosis When David
came to the Unit, he had many interesting, dramatic, and occasionally re-
puisive behaviors in his repertoire. When required to perform academic
1asks. he often emitted severe tantrums, complete with screaming, kicking.
and hitting. If you attempted to ignore the tantrums, or restrain him, he was
hikely to either vomit on you, or magically bring forth a nosebleed His
speech was aiso highly bizarre. He would laugh or squeal for no apparent
reason. use personal pronouns incorrectly (e.g., “He has to work now ™), or
produce high-pitched voice inflections, often coupled with verbalizations
inappropriate to the situation Obwviously, these behaviors had been suc-
cessful in allowing David to mamipulate his environment for years In addi-
tion to these disruptive behaviors, he continuaily engaged in echolahc
speech. both iImmediate and delayed ’

The sorts of inappropriate verbahzations described above are nothing new
1o those working with severely behavior disordered pupils Certainly, such
speech contributed in alarge measure to the labeling of the child In the first
place We, therefore, set about to develop and implement a program to
teach David to converse appropniately in a classroom setting The spectfic
goais of the program were to. at teast. reduce David's inaporopriate speech
10 a low level and to teach him to respond appropriately within teaching
conversations where he would have to respond verbally to instructions

presented by the classroomteachers Thegoalwas not o “cure” David, but

rather to increase his acceptabihity within the classroom social context and
to facilitate appropnate responses o instructions

The approach was task analytic. We determined (speculated) as precisely
as possibie what steps a child hke David would have to go through to arrive
atthe goal of appropniate speech within instructional situations Takinginto
account that {1) David s inappropniate verbalizations greatly outnumbered
his appropnate ones, (2) his imappropriate verbalizations seemed to in-
crease in the presence of other people and increased further whenever peo-
pta tried *o interact with him. and {3} that praise and corrections within the

The work described in this roport was conducted at the Expenmantal Education Unit Chind
Development and Mentai Retardation Center Umiversity of Washington, Seattle Washington
98195 We qratefully acknowtedge the patience ot Dav d steachers throughout this program and
the abte asaiatance of the many students whose parhicipation in data coliection and programm
plamentation made this effort possible
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instructional programs often seemed to stimulate inappropriate speech, the
following series uf steps were derived. For amore detailed description of the
steps, see Neel and Billingsley (1979)

PROGRAM STEPS

Step 1. Withholding of verbalizations when no manager i1s present.

Step 2. Withholding verbalizations when a manager 1s present.

Step 3 Withhoiding verbalizations and responding non-verbally when a
manager presents a task non-verbally.

Step 4  Withholding verbaiizations and responding non-verbally when a
manager presents a task and gives verbal instructions.

Step 5: Manager introduces new task.

Step 6 Verbalizes appropriately during sessions in which a manager
gives verbal directions requinng non-verbal response and asks
questions requiring verbal answers.

Step 7 Verbalizes approprniately duning sessions when manager asks
questions requiring verbal answers.

Step 8 Transfer program to classroom in semi-confined area

Step 9 Fade use of semi-confined area

REVIEW OF PREVIOUS FINDINGS

Our previous report followed David's progress through Step 5, which in-
voived the presentation of a vaniety of new tasks within the experimental set-
ting To get theie, we proceeded through numerous treatment phases and
David taught us many things We found, for example, that he consistently
attempted to control the situation and that he explored each and every
procedure for loopholes which would allow him to control. We had to use a
tightly structured program with a very strong contingency (his lunch) to

. euminate his bizarre speech, and the effectiveness of the generic treatments
employed varied dramatically depending on the specific stimulus situation
surrounding treatment appiication. By the end of Step 5, however, David's
\nappropnate speech was maintaining at a zero or near zero level. We had.
apparently, gained control Theresuit, however, was thatwe now had avery
quiet child on our hands As the goal was not to induce mutism, it was nec-
essary to proceed with tasks which would require verbal responses from
Dawid It was our hope that inappropriate speech could be controlled at a
low level by using the lunch withdrawal contingency in the presence of
these tasks

With the introduction of Steps 6 and 7, which required verbal responses, it
was found that \nappropriate responses did, indeed, remain at a zero or
near-zero ievei, even n the presence of questions requiring in the neigh-
borhood of 500 responses per session As we were preparning to proceedto
Step 8 (transfer the program to the classroom in a semi-confined area),
however, it occurred to us that the task analysis was incomplete. At this
point. David was not being exposed to procedures which generally accom
24  pany ciassroom programs and which, in the past, seemed to dramatically
ERIC 3]
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increase his rate of inappropriate speech A new step (7a) was, therefore,
introduced between old Steps 7 and 8. The step, “Introduce common class-
room instructional procedures,” involved the sequential introduction of
praise for correct responses, provision of correct answers for error re-
sponses, exposure to tasks which increased in difficulty, and praise forcor-
rect responses plus verbal aversives (e.g., "No.") for errors paired with cor-
rective feedback.

Following anincreasein inappropriate verbalizations, David wasagain able
to maintan a low level.of inappropriate responses under the conditions of
the new step. We then moved to Stgp 8, transferring the program to the
ctassroom in a semi-confined area. David was placed in a corner of the
classroom which was partially enclosed by a screen,

DAVID TO-DATE AND SOME RESEARCH IMPLICATIONS

Throughout Steps 7a and 8, David continued the testing for loopholes as
noted earlier. His answers to the manager, for example, although related to
the tasks, became quieter and quieter until he was whispering most,of his
responses. Response volume had not been includedin theinitial definitions
of nappropnate verbalizations (Neel and Billingsley, 1979), and it was now
necessary to revise our definition to include inadequate volume Thereafter,
David s inappropriate responding once again decelerated to a low level

it was also noted that changes in the stimulus complex (6.g . theintroduc-
tion of tasks of increasing difficulty) often produced an increase In inap-
propriate verbahzations followed by a decrease. In other words, each
change would produce a marked, if not long lasting, change in David’s be-
havior. It appeared that when faced with a novel antecedent, David would
fall back on behaviors which had, in the past, elicited a predictable response
from caretakers and teachers. For children like David, then, changes in be-
havioral frequency (or strength) may be likely not only when consequences
are changed, but when antecedents, or the general structure of programs,
are changed as well. Such conditions may congtitute powerful discrimina-
tive stimul for inappropnate behavior. The classroom teacher must expect
the return of behaviors that were thought to be previously eliminated and
attempt to insure that they will not be successful. The number of discrimina-
tive stsmuli for inappropniate behaviors which must be encountered and re-
sponded to without success in order for generalized suppressionto occur is
unknown. The investigation of controlling functions of antecedents, there-
fore, would appear to be an important goal for both educationand research

Some additional 1ssues related to antecedent control which might be ad-
dressed by future research involve the locus of control. Is the control of in-
appropniate behavior located within the antecedent stimuli complex or
within the change per se? The frequent insistence on sameness noted
among autistic children presents an interesting problem Do they resist
change 1n antecedent stimuh because the strength of the reinforcers con-
nected with those stimuli is too low (an acquisition problem)? Cr, do they
fail to recogniza the similanty of antecedents as signals for reinfor¢ement (a
stimulus generalization problem)? If the latter is the case, then the failure
may be due to the fact that they have failed to discriminate the critical ele-
X ments of the antecedents (c¢/. Schreibman, Koegel, and Craig, 1977) 25
(&
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One additional note. itis possibie that David, and many other children like
mm, may never be cured.” We have, however, demonstraied that his behav-
1or may be brought under stimulus control and that this control may be
achieved i1n new situations. The techniques used to obtain this control,
however, would admittedly be difficult to administer within most classroom
settings. It1s necessary that the control now be transferred to interventions
and procedures more often found in less restrictive environments. It is to-
ward that end that we are currently working.
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Elimination of Self-Injurious
Behavior in an Autistic Child
Through the Use

of Towel Screening

Kathleen M. McCoy and Margaret Marietti

ABSTRACT

The purpose of this paper 1s to describe a treatment program for the elimina
tion of self-injurious behavior (SI1B) in an autistic child. The child, an elev -
ysar-old male student repeatedly hit umseit in the right or left temple. The in
tervantion program allowed for continuous daily monitorning during. (A)
basehne recording, {B) reinforcement of incompatible behavior, (C) overcor
raction, D)ovarcorrection and restrictron of hand movementand, (E)isolation
and reinforcement.

The S18 was successfully eiminated in a period of less than two and one-half
weoks following a treatment of 1solation and remnforcement.

INTRODUCTION

One of the most distressing and bizarre of human actions exhibited by indi-
viduais classified as autistic, brain damaged and severely retarded is Self

Injurious Behavior (SIB). A SIB is a repeated or stereotyped act that pro-
duces self-inflicted injuries. The chnical use of the term emphasizes actions
which are excessive, unusual, and without any immediately obvious conse-
quences (Baumeister and Rollings, 1976).

Vanous treatments for SiB that have been studied include the use of strong
aversives, especially contingent electroshock (Lovaas and Simmons, 1969,
Merbaum, 1973, Stinnett and Hollender, 1370, Tapner and Zeiler, 1975) The
use of strong aversives appears to be successfyl with a short period of
treatment and to have enduring effects (Measel and Rﬂieri. 1976). Legal and/.’
or regulatory restrictions, however, aimost preclude the use of contingent
electroshock and other strong aversives (Schreibman, 1977)

A more acceptabie technique, positive practice overcorrection, has also
been shown to be effective in controlling SIB with institutionalized retard-
ateu (Azrin, Kaplan, and Foxx, 1973, DeCanzaro and Baldwin, 1978, Epstein.
Doke, Sajway, Sorreil and Kimmur, 1974). The two major components of the
overcorrection procedure consist of. (1) overcorrecting the environmental
effects of an undesirable or inappropriate behavior and, (2) requiring thein

dvidual to practice, at an intense level, overly correct forms of the desired
behavior (Foxx and Aznin, 1973) Restitution and Positive Practice are the
two main forms of overcorrection. Restitution is followed in situations
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where the individual destroys or is destructive to some aspect of the physi
cal environment Anindividual, for example, who kicks a chair over, would
he required not only to return the chair to its original position but also to
dust and polish the chair. Positive Practice requires the individual to prac-
tice correct forms of an aiternative behavior. Positive Practice theoretically
suppresses SIB through a combination of practice of incompatible behav
1or, white simuitaneousiy extinguishing the undesirable behav.or (Baumeis-
ter and Rollings, 1976).

A third approach to the treatment of self-destructive behavior is the syste

matic establishment of competing behaviors, 1.e., differential reinforcement
of other behavior (DRO) (Forehand and Baumeister, 1976, Jones, Simmons,
and Frankel, 1974, Measel and Alfieri, 1976). A DRO procedure entails sys-
tematically reinforcing a response that involves the same motor or ofienting
components as the undesirable response. For example, reinforcement
given for cltapping to music can compete with the SIB of hitting or gouging
(Lovaas, Freitag, Gold and Kassorla, 1965). in this procedure, the instances
of SIB areignored while the individualis reinforced for engaging in alterna-
tive or more socially acceptable behavior.

The purpose of this paper 15 to describe a treatment program for the elimina-
tion of SiB in an autistic chiid. The use of a DRO procedure, an overcorrec-
tion procedure and a combination of isolation and reinforcement is
presented

METHOD
‘ Subject

The subject was an eleven-year-old male student enrolled in a classroom for
autistic children at a private school in Phoenix, Arizona Previous records
indicated that B had exhubited a history of SIB This behavior consisted of
hiting himseif in the night or left temple very near the eye Accordingto B's
parents the SIB had started only the year before at the time when he was
transferred from a public school to a private school.

Design

The design for this study was constructed to aliow for continuous daily
momitoring during (a) basehine recording, (b) reinforcement of incompati-
bie behavior, (¢) overcorrection, {d) overcorrection and restriction of hand
movement and. (€) 1solation and reinforcement

Procedure

B entered the program at the beginning of June. His attendance during the
summer was sporadic. During the times he did attend summer sessions. the
51B was not occuring frequentiy nor did it appear intense enough to warrant
an intervention program. Within one week after fall enroliment, the fre-
quency of B s SIB rose from two to 24 hits per day. During this period the hits 1
were observed most often after a task had been presented or someone was |
looking at B. After having hit umself, Baiso looked around the room. seem 1
28 ingly seeking atter¥Qy.
Q
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Reinforcement of incompatible behavior, Because of this apparent search
for reinforcement and the fact that B was not hurting himself, the SIB was
ignored and an incompatible behavior was reinforced. The incompatible
behavior was appropriate use of hands, especially while on task The SiB
continued 10 increase and became more severe In addition, B began hit-
ting others (See Figure 1. Reinforcement of incompatible behaviors)

Previous observation during basehine suggested that B seemed to hit when
tasks were presented. Based on this observation, an intervention program
was designed in which one simple task was presented every thirty minutes
The tasks chosen were those that B was able to do independently with little
or no frustration. The oniginal interverition of planned ignoring and rein-
forcement of incompatiblebehaviors was continued. Although the SIB be

havior began to decrease, the rate wasnot rapid enough. The seventy of the
SiB was increasing B was beginning to produce bruises on his face (See
Figure 1 Simple task)

Ovearcorrection Forfear of causing permanent damage to the eye, positive-
practice overcorrection was instituted The overcorrection procedure con-
sisted of having B hold his arms for 5 minutes in each of 3 positions incom-
patibie with hiting The positions were (1) arms horizontal, (2) arms
vertical and. (3) arms at side. The overcorrection procedure was used only
when B was demonstrating SIB while working with aninstructor Duriagin-
dependent activities, the planned ignoring was continued

While the correction phase was in progress, the number of hits perday were
prorated Hits were prorated according to the total amount of time possible
for itting minus the time lost during overcorrection. The behaviors again
decreased shightly, but the severity increased to such adegree that B wasin
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Number of SI18 per day (September & 1977 -November 1 1977
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danger of becoming blinded by detaching his retina. (See Figure 1. Over-
corrgction) B s arms were tied to make it more difficult to hit. They were tied
at the elbow and across the back, aliowing him free movement to perform
tasks, but difficuity in reaching the tempie area. The behavior dropped to 0
the first day, and jumped back up so phenomenally by the end of one week
that it was virtually impossibie ta.count. During thi$ time two additional be-
haviors deveioped which ultimately ended the intervention. (1) B become
extremely aggressive with the personinvolved in administering the overcor-
rection and made It impossible to complete and, (2) B began using his
knees, corners of desks, and any other method possible for hitting himself.
(See Figure 1: Hands tied)

interventions Ceased. After athree-day weekendn late October, B entered
the ciassroom with a face so swolien and bruised that the intervention could
no longer continue. His eyes were almost swollen shut and he seemed
dazed Atthis point, ali procedures were stopped and a football helmet was
placed on B's head

Within two days of receiving the heimet. B began hitting himseif in the chin
under the face mask, and this area, too, began to sweli. A paddevised from
foam rubber was strapped onto the helmet under the chin guard. Although
th.s behavior ceased, anew one deveioped in which B slammed the backs of
his hands on the edges and corners of desks tosuch a degree that his hands
began to sweil Protective mittens were designed, and B spent the next few
weeks totally unstructureu with no demands being made while at school. He
exhibited no SIB while wearing these protective devises

Duning this period, data was discontinued and several staffings were held
withthe two staff psychologists and B's parents. in addition, a staff member
from his previous school was consulted. Towel screening had been used the
year before with a reported degree of minor success. The towel screening
invoived ¢« vering B s head with atowel The theory behind the use of towel
screening was that the SIB seemed to be reinforced by the child's envi

ronment By ehminating the wvisual reinforcement, the SIB would be
extinguished.

Tne towei scresn.ng had been discontinued at the previous school because
the process had become aversive to the staff. B would bite and pinch the
staff in addition, he developed a dependency fur the towel and insisted on
weaning it around his neck Removai of the towel had to be faded out once
the SiB decreased. It was also noted that the SIB was never extinguished,
simply decreased to approximately one incident per week. There was no
data available to support this information.

Isolation and Rewnforcement. As a result of the staffings, towel screening
wasimpiemented OnNovember 28, a new baseline was begun. The protec
tive mittens were removed and B was required once again to participate in
the classroom under the same expectations as held in the DRO procedure.
in order to protect the face and aliow it to fully heal, the football helmet was
left on during the baseline period.

The new intervention consisted of 1solating B from the classroom (so as not

to disturb the other children) .n a special room. This room was equipped

30 with a table. a chair, a cot a?d bianket. A towel was pinned around his
ERIC 57
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neck, and the heimet was removed. B satin a chair facing the table on which
was placed one of 5 tasks, These weretasks that B could do when instructed
to work’, Each time he hit, the instructor said "no hitting”, pulled the towel
over hus face and held it there untii B exhibited acceptable behavior A sec-
ond person stood at the door and coliected data. After B worked for 10con-
secutive minutes, he was given a break. During the break, tasks were put
away, ths helmet was replaced and B had 10 minutes of unstructured activ-
ity. In most instances he chose to wrap imself inthe blanket and lay onthe
cot. B was also given drinks of water, and taken to the bathroom every thirty
msnutes. The instructor and two classroom aides took 60-minute shifts
throughout a five hour day. The shifts were established to maintain arela-
tionship between ali the adults in the classroom and B, and to provide relief
for the person working with B.

Data was collected using a time sample for two 10-minute periods per day.
onesample during task ime, one sample during a combination ot lunchand
task ime. The coliector observed for five seconds and recorded for five se-
conds. The data was computed to a percentage and graphed at the end of
each day )

B became extremely aggressive when the towel was applied and began
pinching, biting, and puliing the hair of the implementor. In order to con-
tinue the program for at least two weeks, B's Ieft arm was tied to the chair
during the ten minute task time which enabled the instructor to carry outthe
procedure.

By the end of the first week, B neither wanted his heimet between tasks nor
did he wish to remain in the special room. Because of his insistance, he was
returned to the classroom on the third Monday. The same schedule —10
minutes of task and 10 minutes of break —was followed. B handed his
helmet to the instructor as he entered the classroom, threw his blanket (that
had been used as areinforcer) inthe corner, and willingly participated both
on task and off. No SIB was exhibited for the next thrae days, and school
ended for Christmas vacation.

During the intervention, the parents were instructed to allow B to wear his
heimet and mittens at home and on the bus. They observedthe intervention
procedure at school, but did not attemptto carry it out athome They noted
that B continued to hit umself occasionally, but that it ceased entirely the
three days before Christmas vacation.

The graph (see Figure 2) represents the baseline period and the two and
one-half weeks prior to Christmas vacation that towel-screening was im
piemented. Aithough the graph shows a decrease in SIB during the base
nne, it should be remembered that B was wearing his helmet at the time
Notes coliected during basehine indicate that the violent hits became light
taps by the end of the baseline period. However, when towel screening was
implemented, they again became violent. Aggression toward the implemen
tor algo occurred at this time

The first day of the intervention showed an increase in SIB from 28 percent
to 88 percent. and then a drop to 0 percent by the end of the first week Only
on one occasion during the entire program did B exhibit SIB during the
lunchrtask period (December 6). It rose to 55 percent the first day of the
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Qccurrenco of S1B as measurrd in dailly 20-munute ime samples
(November 28, 1977-January 24 1978)

second week, and decreased to 38 percent by Friday The following Mon
day, asindicated earlier, the behavior disappeared altogether, and the child
remained in the classroom the entire time.

Aithough the intervention had to be reinstituted for two days after Christ
mas vacation and once again for three days after spring break, the behavior
remained at 0 percent for the next eight months. The child gained weight.
his face healed, and he exhibited a happy cooperative demeanor

DISCUSSION

The resuits obtained in this treatment program indicated that DRO and
overcorrection had httie effect in reducing the frequency of the student’s
head slapping. The combination of 1solation, both visual and social, and
reinforcement had a_rapid effect in significantly reducing and eventually
shiminating the SIB. The effect, moreover, has lasted for over eight months
F- ture to reduce SIB through either DRO or overcorrection highlights the
need to consider individual differences among persons exhibiting SIB DRO
and overcorrection have been shown to be effective in previous studies.
Basic principles of the two approaches can be generalized, but the compo-
nents of the DRO and overcorrection procedure must be highly specific to
the indiidual tnvoived. Awareness and sensitivity of the reinforcing events
in a person’s environment ultimately can provide the insight necessary for
the development of a successful intervention program in the reduction of
self-injurious behavior,
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ABSTRACT

Schooi piogress of children with behavior disorders becomes a complex issu@
when these chudren are hospitalized lor pSychiatric car9. For behavior-disor

Jared chudren attending a hospital school. there 1s some evidence that aca

aeme gains are mighest after a lew months of hospitaiization, but thatapointof
dimimshing roturns occurs sometime alfter the sixth month of admussion In
urder to examing this issue more closely. the pre and post achievement scores
«t 4 group of 34 iatancy-aged children were examinad over a two year period

Leagth of haspital.zabon ranged from one month to over a year Analysis of
these scores suggested some diflerences by length ol-stay and by ageanden

tocing achugvement ieveis of the children Imphications of these lindings for
psychatric hospital admission policies and mpatient school programsg were
discussed ’

INTRODUCTION

Academic progress of benavior-disordered children adrmitted tc psychuatric
nospitais has been a matter of reiatively hmited concern in special educa
uon since 50 few children are actuaily admitted to such hospitals for any
appraciable ime (Hewett. 1967, Forness and Langdon, 1967) The aca-
dernic actiaevement of behavior disordered children in general, however,
has bi.en showsi to be low (Bower, 1369, Feldhusen., Thurstori and Benning.
+370. Glaain and Annesley,. 1971), and it seems clear that this results from a
cumpiexinteraction between the child s behavior in a given school situation
and that chiid s opportunmity for effective instruction (MacMilian and Morr-
son. 1978) What remains unciear is the result of treatment on a behavior
disordered child s academi. progress. as opposed to the effects of that
tzeatment on his or her soc.al adjustment. As recent school iegislation be
ying to oden new OfiIONS, suc . as psychiatric hespitalization, for treatment
of whiidren with behavior probiems (Forness. 1979). it seems important that
the question of treatment effects of the school progress of behavior disor
dered chidren he examined

Tre present study was designed to assess the gains in academic acnieve
mernt of chuuren hosnitalized for behavior probiems ar.d to examine the 1m
pact of one vaniabi. In particular on such achievement gains. the length of
treatment Recent data on achievement of chiidren in ai1esidentialtr2atment
center (Projdtt Re-Ed') suggest that greater academuc gains are asso
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ciated with longer treatment. Chnical impressions and unpublished re-
search (Levine, 1976, Krupitsky, 1977, Guba, 1977} in auniversity psychiat-
ric hospital. however, tend to suggest that there may be a . point of
diminishung returnsin which, after a certain point, the rate of academic prog
ress dips markedly as compared to achievement gains early inthe course of
treatment To examine this Question the pre and post achievement scores of
a group of behavior disordered childrer with differing lengths of hospital
admission were examinzd over a recent two-to-three-year period

4

.METHOD

Subjects for the study were selected from asample of 40 children, aged 7to
12 years. who were admitted to ourinpatient ward for latency-aged children
in the UCLA Neuropsychiatnc Institute over a two- ta three-year period,
fromJanuary 1977 to September 1979 All children were hospitalized for se-
rious behavior disorders, no children with early chuldhood autism were in-
ciudedinthe sampie A compiete description ofthe hospitaitreatment pro
gram and school approaches 1§ provided in Forness (1977, 1978). but for
purposes here, it shouid be mentioned that psychiatric treatment on the
ward was individuahzed for each child and included a combination of short-
term psychodynarc, family therapy and behavioristic treatment ap-
proaches Each chid was given from two to three therapy sessions each
week by psychuatry residentsintraining, inciuding a family therapy session
along with a staff social worker Nursing staff used behavioral approaches
for management of social behavior on the ward. and each child attended
some four to six sessions of occupational and re¢reationa!l therapy each
week The hospital schooi program was based onindividualized instruction
in a'group setting with behavioristic approachas for motivation and man-
agement of classroom behavior Children attended three hours of school
daily fromytoitam and1 to2 pm Some 12to 16 children wereenrolled in
the classroom at any one time over the two-year'penod

Athievementtesting of each child was done du inythe first week of hospital

*admission and again dunng the last ten days before discharge All tests
weore administered either.by one of two credentialed classroom teachers
with masters degrees or by the team leader who had a Ph D inspecial edu-
cation Theachievementtest used was the Peabody Individual Achievement
Tes (Dunn and Markwardt, 1978} Three subtests, Reading Recognition,
Mathematizs, and Spelling. were used in the analysis of data Aithough 40
subjects had been admitted over the study period. complete sets of scores
were unavailable on s;x subjects who were discharged before post testing
couid be compieted Comparison of the scores of fhese six subjects with the
remaming subjects in the sampie did not reveal any systematic bias in sex.
age, length of stay or pretest achievement levels

Although IQ was not available on all subjects, examination of medical rec-
ords reveaied most subjects to be within the normal range of inteliigence
(approximately 801, 1251Q) Achievement gain scores for all subjects were
computed by subtracting each chiid s achievement scores at admission
from those obtained at discharge As a measure of the level of under-
achievement at admission. each child s ievel of achievement at that point
was aiso subtracted from his expected grade ievel based solely on chrono-

v
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iogical age, though this can only be taken as a gross measure of the child's
academic level (¢.f. McLeod, 1979). Since some negative scores occurred in
both gain scores and underachievement scores, these were converted to
standard scores prior to data analysis

RESULTS

Ot the 34 subjects with complete sets of scores, 24 were boys and 10 were
girls Mean age of the sample was 10.1years, with arange of 7 2to 12 2years

(SD — 1.4 years). Tabla 1 presents mean achievement levels of subjects at ’

time of hospital admission along with the mean years below grade level
Note that achievement levels of the sample for reading, mathematics, and
speiling averaged around the fourth-grade level and that the children in this
sample were anywhere from a semester to one year below grade level, on
the average. There was substantial vaniability notonly in achievement levels
but in underachievement as well. .

There was a shghtly significant relationship between chronological age and
underachievement but only in mathematics. Spearman rank-order correla-
tions (rho) were computed between years below (or above) grade level in
achievement and chronolog'cal age. These correlations were 01, - 307,
and 12 respectively in reading, mathematics, and spelling The rho for
mathematics was sigmificant at the 05 level, suggesting that older children
were somewhat further below grade level \n mathematics than younger
children There was no significant refationship, however, between under
achievement and length of stay (rho's - 06, 13,and - 29respectively In
reading, math, and spelling)

Mean length of stay for the sampie was 7 05 months with a range of 1 5to
14 0 months (SD - 35 months) Gains 1n academic achievement during
hospitahization were computed by subtracting PIAT scores at aumission for
each child from those obtained at dischargé These were then converted to
average gains per month by dividing each chuld’s gain (or 10ss) in achieve-
ment by the number of months of hospital stay These Jainsare presented in
Table 1 as well itis of interest that there did not seem to be any significant
relationships between underachievement and gains in achievement during
hospitalization (thos 03, 23,and 16 respectively for reading, maih,
and spelling)

For purposes of anaiyss, the sample was divided into two equal groups by
iength of stay One group (N - 17) was designated as those staying for a
shorter iength of stay. mean length of stay for this group was 4 months
{range 1to 7 months) Thesecond group (N - 17) was designated as those
staying for a longer length of stay, mean length of stay was 10 1 months
(range 7 5 to 14 months) These groups were further divided into younger
(N 16, meanage - 8 6,range7 2to9 7 years) and older subjects (N = 18,
mean age 113, range 104 to 12 2 years)

Tabse 2 presents the mean achievement gain and the mean achievement
gain per month for these groups by length of stay Analyses ofvariance were
computed by sex, iength of stay, and chronological age There werenosig

mficant differences in reading between groups on either measure In math,

13




TABLE 1 ]
Mean Entering Achievement Levels, Years Befow Grade Level, and Ach.evement Gains Per Month

Entering schlevement levels Years below grade level* Achievement gains per month

Academlc : -
Subject Mean (range) sSD Mean sD Mean (range) sD

Reading .

recognition 46 (k 410 12.9) 31 - §2 (-57t059) 26 16 (—.4410+2.4) 44
Mathematics 39 (k1t012 8) 29 -12 (-6.2t06 7) 27 .22 (—.231t0 1.32) .29
-Spelling 39 (k 7t012.4) 27 -11 (-5.9t03 3) 24 10 (- 23to +.55) 14

*Computed by subtracting each chiid s entering achievement scores from his or her chronological age (minus 3) at hospital

admission
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TABLE 2
Mean Achiovement Gains and Mean Achievement Gains Per Month by
Length of Hospital Stay lor Younger (Mean = 8.6 Years) and Older
(Mean = 11.3 Years) Children

Shorter length Longer length
of stay of stay
(Mean = 4 months) (Mean = 10.1 months)

Mean Mean gain Mean Mean gain

A -~ademic subject gain permonth gain per month
Reading recognition

Younger 89 .38 .97 .05

Older 45 .08 1.1 11
Mathematics .

Younger 66 22 212 10

Otder 150 37 96 10
Spelling

Younger 24 10 65 07

Older .38 07 1.34 14

however, there was a significant interaction effect for mean achievement
gain suggesting that younger children gain more 1n math the longer they
stay (F - 579, dl = 1/25,p ~. 05). This effect was not significant for mean
gain par month. A significant main effect was found for spe/’ing (F 6.49,
df — 1,25, p-. 05) suggesting that al' children gain more in this area with
longer stays, but this difference disappeared when mean gains per month
were analyzed There were no other significant effects of interactions

DISCUSSION

To the exten\ that these children can be considered representative of ele-
mentary age disturbed children hospitalized for psychiatric treatment, itis
interesting tonotethat they are on the average only moderately below grade
ievelin academic achievement 1t 1s possible thatthisis afunction of the tes*
itseif, since the PIAT 1s individually administered, demands relatively little of
the child, and s therefore. a test upon which such children may perform bet

ter than on other achievement tests (Wilson and Spangler, 1974) There is,
however, cqnsiderabie heterogeneity in this sample. Some children are
more than five years below or above grade level. )

With regard to academic progress during hospitatization, the findings sug
gest that chiidren are gaining from one to shghtly over two months, on the
average, for every month of hospitalization. Again there s considerable var
iabiity, and losses in academi¢ achievement are not uncommon. Ot interest
1s the fact that longer nospitalization may tend to be more beneficial in terms
of academic achievement, at least in some cases While this did not tend to

45

4“




E

Q

RIC

Aruitoxt provided by Eic:

be the case for reading. it should be noted that these children’s reading rec-
ognitionscores were generally not as dehqent as their scores in math and
speliing. Although oider children tended to be further behind in math at
hospital admission, it was the younger children who profited more in math
achievement from a longer hospital stay.

Theimphication that ionger hospital admissions are more ber.gficial interms
of academic gains, however, cannot he totally supported since these gains
are pot apt to be significant when per-month gains are examined The im
portance of momitoring the academic success of disturbed children, how-
ever. 15 well recognized (Hewett, 1980, Martin, 1979, Weinstein, 1969) The
fact that children in the present study generally made better than average
gans in achievement may be an important_ consideration in the decision
whether or not to hospitalize emotionally disturbed school children
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Evaluéting Social Behavior
in the Psychiatric Setting

K. W. Howell

GENERAL PROBLEMS

The therapeutic impact of social behavior evaluation within the psychiatric
hospital is ultimately dictated by the characteristics of both behavior eval-
uation and the hospitai setting. Some critical aspects of the hospital setting
are. (1) a medical ohientation, (2) incarceration, (3) unregulated length of
stay and, (4) multidisciplinary programming. Each of these factors interact
with certain aspects of evaluation.

As a general statement, evaluationinside a hospital is nd different than eval-
uation outside of a hospital. And actually the evaluation 6t social behavior is
iike the evaluation of anything eise in that it requires a device by which the
thing evaluated is defined and, or measured, a standard to which the thing
can be compared and a system for noting'the difference between the mea-
surement and the standard {Deno and Mirkin, 1977) While each of these
factors are associated with certain conventional problems, itis the standard
of performance (0s critena) whichis most unconventional inthe psychiatric
hospital. ’

inthe case of academic behavior, astudent may be comparedtoa pre-speci-
fied curnculum and to successful grade-level peers in order to identify sig-
nificant discrepancies However,thereis no pre-specified curriculum of so-
cial behavior In the absence of such a curriculum, evaluators are forced to
compare the student to less stable standards (Howell and Kaplan, 1980) In
the hospital setting, the standards often applied to social behavior are the
hypothetical oneg which extend from various theories about how and why
people behave the way they do. In a hospital, these theories are, not unex-
pectedly, medical tn orientation. :

The medical orientation of the hospital lends itself to a search for the inter-
nal causitive factors of the behavioral abnormality This emphasis is fre-
quentiy at odds with the non-medical orientation of the education staff Asa
result, the educational unit 1s often viewed as a non-therapeutic portion of
the totai program by those in other units In addition, the educators often
view the traditional psycho-medical evaiuation as a useless theoretical ex-
ercise The situation described above 1s aggravated by the remaining three
factors incarceration, unregulated length of stay, and multidisciplinary
emphasis Thehospitais confining environment and transient patient popu-
1ation produce an atmosphere from which it s nearly impossible to draw
meaningful behavioral data Thetreatment staff mustbe directly dependent
upon intake databecause they cannot reliably interpret the behaviors which
they see This is because their own observations are of patients who have
recently undergone massive situational changes- making their observed

1)
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behavior non-representational. While staff members recognize that data
coliected on the ward has little value, the intake data they receive seems
equally useless because it reflects what to themis anon functional medical
bias.

From the confusion described above, there eventually evolves an informal
evaluative standardtomprised of staff tolerance and ecological frequency
This means that the staff members will begin to compare the client tQ. (1)
their own expectations and, (2) to the behavior of other clients. This situa-
tion is unfortunate, because it actually decreases the ability to prepar'e the
chient for the outside world. The peni of informally evolved ward-specific
standards 1s that they lead to programs which prepare the client for life in
the institution, instead of outside of it.

in a way, the hospital chient has failed to meet an outside criteria which ac-
counts for why they are now inside, Logically their treatment objectives
should foliow from the outside standard which they have failed to meet This
1s done by analyzing the situatiogal and behavioral demands of the outside
standard. The client 1s then moved in the direction of thece demands and
eventually learns to function outside where they could nct previously func-
tion. However, this.will not occur.f evaluation is tied to the hospital.

SPECIFIC PROBLEMS*

Theevaiuative probiems reviewed above form the standard towh ch a client
1s compared. (Obviously, data coliection and summary probiems also exist
butthessue of standards seems more important for this discussion itisnot
uncommon to see well-sampled, nicely sumrnarized, irravelantdata ) These
problems fail roughiy into three categories (A) problems of inappropriate
setting. (B) probiems of inappropriate critenia and, (C) problems of inap-
propriate purpose

inappropriaie sething has aiready been discussed in terms of generalization

However, it 1s important to remember that the imited nature of the hospital
setting allows hmited behavior. This means that some "outside” behaviors
may never occur on the ward. if a behavioral evaluation calls for changes in
behaviors which never occur on the ward then the evaluation will have no
vaiue to the staff or the chient, A youth, for example, may have been placed
through the courts for repeatediy stealing cars. According to previous ar

guments, the staff should address the behavior exhibited outside of the
hospitai. Unfortunately, there are no cars on the hospital ward Therefore an
evaluation which specifies decreasing car stealing” woula be appropriate
in that it speaks to the outside, but it would be inappropriate inthatithasno
treatment implications

when specifying objectives, the evaluator must carefully balance the goal of
movement from the institution against the treatment resources of the insti-
tution Thereis noreason to evaluaten areas which can't be treated Ifthere
seem to be aiot of these areas, the program itself may need to be evaluated

in the case of stealing cars, the obvious solution is to spedify related cbjec

tives which can be addressed on the ward For example. "decrease expres

ston of opinions favoning car theft, " or ‘increase asking permission to use
the property of others
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Inappropriate criteria evolves when the hospital staff develop cntenaforac-
ceptable behavior based on ward experiences This usually occyrs as a
gradual alteration of the staff's own expectations This means the staft
members begin to tolerate behaviors which others will not tolerate (al-
though occasionally they may not except behaviors which others find quite
normal—sexual activity, for example).

Statt expectations are influenced because the peculiarities of the hospital
setting can effect staff as well as ciients. The constant occurrence of bizarre
behaviors may de-sensitize the staff to occurrences which would have pre-
viously upset them. At the same time, they may become overly sensitive to
the occurrence of otherwise iInnocent behaviors which tend toehcitiniense
outbursts of some kind. For example. if one client frequently responds vio-
lently to direct verbal contact, a staft member may punish another client for
attempting to start a conversation.

The ultimate critena error is mistaking the ward behavior fornormal behav-
1or Insuch a case, the staff might work with a chient until the client’s behav-
ior conforms to the behavior of those around them. This would be reasona-
bie except of course for the fact that those surrounding the client are all
\nmates in a psychiatric hospital What the staff should do is establish be-
havioral expectations by collecting data in the outside seiting where the
chient will be expected to function upon release.

Inappropriate purpose s the final factor leading to inappropnate standards
in some sense confusion at this level accounts for all previousty mentioned
difficuities The purpose of the program should be to get the client out of it
Sometimes, however, objectives are specified which only have the purpose
of training the client to get along in the hospital ward These objectives are
selected to controi the client within the program When this occurs, the
standard of companson has become the hospital instead of the outside
world This situation results from confusion about program purpose

Evaluators and staff must constantly remind themselves of the program’s
purpose in order to avoid confusing it with strictly programmatic functions
Theretore. the rules of the ward” should be reviewed Loss of control over
the chient 1s /mmensely threatening to staff. And client control may be the
primary duty of some staff members However, the nature of therapy dic-
tates a gradual transfer of control from the agency to the client Such
transter ts inhibited when uniform rules are applied to all chients, or when
statt are unabie to separate therapeutic activities from control activities

CONCLUSIONS

in summary, the principal factor comphicating behavioral evaluation in the
psychiatnc hospital is the absence of appropriate standards for compar:-
son This conciuston leads logically to the suggestion that evaluators at-
tempt to secure these standards prior to evaluating To do otherwise Is to
risk the apphcation of ward-specific, staff-specific. and theoretically de-
nved erpectations to chients Deficiencies noted in this kind of comparison
are not hkely to be therapeutic

Standards should be based on observatinns of acceptable role models in
situvations sitmilar to the chient s normai environment Particutar attention

m,
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shouid be paid to the systems of communication, problem-solving, and

probiem resoiution apphed by successful individuals in these settings. The

chient s behavior should then be compared to the standards developed dur o
ing these observations. Such comparison should result in objectives which

wiil lead the client towards success in thewr home environment and away

from the hospital setting.
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The Individualized Education
Program Process: Perspectives of
Parents of Severely Behaviorally
Disordered Children

Eugene B. Edgar and Robert B. Rutherford, Jr.

INTRODUCTION

The individual education program (IEP) is the keystone of Public Law
94-142. The definition of appropriate education” is dependent on the as-
sumption that an individual chitd’s IEP accurately represents the current
status of the child and the most appropriate intervention procedures The
notion of parental involvement found throughout PL 94-142 is only man-
dated by the IEP process. The majority of due process issues are contingent
on the relevancy and appropriateness of the IEP. In brief, the IEP, and the
process surrounding the IEP, plays a unique role in assuring free and ap-
propriate education for all children.

Recently there has been some concern voiced about the future role of the
IEP process in the impiementation of PL 94- 142. As oversight hearings are
conducted to expiore modifications of the law and therules and regulations,
there s the danger that the IEP process will be altered in amanner that will
reduce the roie parents have in deie, ~ning the educational program their
children receive.

Through various informai interactions with parents of severely behaviorally
disordered children and youth, several concerns regarding, parental in-
voivement in the IEP process became apparent. The fust contern invoived
the issue of parentai understanding of the IEP process. Altheugh PL 94 142
cieariy mandates local education agencies (LEA's) to engage in systematic
parent education activities refative to their rights and responsibilities, the
concern here was about the number of parents who were uninformed as to
their nghts A second concern was the number of parents who report that

the schools really do not want parental input and are simply going
through the motions Finally, it was suspected that the IEP's of severely be-
havioraily disordered students often do not address the issue of behavior
probiems. This lastissue s most serious in that parents haveoften reported
that their child s IEP oniy relates to academic issues and that parents have
frequently been unsuccessful tn getting the schools to address the issues of
behavior management in the |IEP. Given these concerns, the purpose of the
study was to determine parents of severely behaviorally disordered stu
dents perceptions of the IEP process.

; 5.
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TABLE 1
Results *q
Washington (N = 24) Arizona (N = 16) Total (N = 40)
Ages Range 2-20 years 8-24 years 2-24 years }
' Years In
Sp Ed Range 1-13 1-14 1-14
Districts 3 2 5
Question 1 13596 41038 5451214
Understand 4 (3 66) 5 (3 62) 9 (3.69)
Comment Evndence that majonty of parents did NOT understand IEP process
Question 2 Individualization (7) Services for child (2)
Important Parent input (5) Goals (2)
Goals (4)

Question 3

Least Helptul
Oueshon 4
Individual Help
Question 5
Individual Believable
Question 6
School Involved

RIC

Mo consistent responses

Teacher (16)

Teacher (18)

53574
8 R

Teacher (9)

Teacher (25)

Teacher (9)

Teacher (27)

76798,
13 RYZ (3.13)
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. TABLE 1 (Continued)
Washington (N - 24) Arizona (N 16) Total (N = 40)
Ages Range 2-20 years 8-24 years 2-24 years
0uestnon7 90149 23224 1133613
Advocates 9 (3 17 5 (3 23) 14 (319)
Comment Many parents had never used advocates
Question 8 Y N Y N Y N
Adversary 11 13 4 1 15 26
Comment. Regional difference
Question 9 Y N YN Y N
Jargon 9 15 79 16 24
Question 10 More parent input (3) Explatn mare to parents (2)
More Meamnglul Comment Very few 1deas
Ouestlonﬁ 12331‘\ 11525 239620
, Understand 3 (415) 7 (364) 522219
Comment Reglonal dllference
e B R
Question 12 Y N Y N Y N
Mandated 24 0 16 0 40 0
Question 13 More parent involvement (5)
Changes
3 P!
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~ METHOD
Subjects -

. Forty parents of schuol aged ¢ sverely behaviorally disordered children

were surveyed. Twenty-fou) wera from the greatér Seattle, Washington area
(t.res school districts represented) and 16 were from the greater Phoenix,
Anizona area {two schools represented). The age ranye was twoto 24 years
Trhe general demographic informaticn on all subjects «s found in'Table 1.

.

Questlonnalra v

Tia 'questlonnalre consisted of 13 items—four of these ¢ uestions were
ratec on a five part scale, nine items were open-ended. The questionnaire
was used in a structured interview and completed by the intervie..ers. The "

. actual items of the questionnaire are found In Table 2,

Procedures

Four graduate students conducted inter.iews with the parents. Each of
these students was thoroughly familiar with the questiannaires. The pai ents

were informea about the generai purpose of tae survey. Twenty-fiveinter- i

views were conducted 'n a face-to-face manner while 15 interviéws were
conducted over the telephone. The parents were recruited by contacting
parent groups.in the two {arget areas.

D!SCUSSION

There are several cautions which need {o be stated Loncerning these data
Fustis the issue of the reprasentativeness of the respondents (parents) In
all cases the parents were voiunteers for the project. All but six were solic
ited from active parent groups In tne two 1ocations. Therefore these re-
sponsas should not be viewed as a representative sample. They do repre-
sent a group that are often more vocal and more invoived th.an the general
population of parents of behaviorally disordered children. The second point
is that tha majonity. of parents from Arizona represented a private school
whivh contracts with public schoouw. Finally, the questionnaired:d notgen-~
erate as clear data as vas desired. However regardless of these issues,
these data dn represent the views of some 40 parents and, as such, cannot
be disregarded.

As stated earlier, three basic quustions were addressed. (1) How well do
parents understand the IEP?, (2) How “weicome™ do the parents feel in their
involvement in the IEP process?, and (3) Do the IEPs deal with issues that
the parents feel are tmportant {specifically behavior management)?

As to the first questions, parental understanding of the |EP process. there
was confiicting evidence, Even though a majofity of the parents responded
that they understuod the !EP process (26 of 40 responded affirmatively,
Question 1, Table 1), later questions revealed that the parants really did not
understand the process. For exampla, the most typical response to Ques
tion 2— What parts of the IEP process do you view a3 most important? — was,

s -

Q0




TABLE 2 “
Parent Attitudes Toward the IEP Process /‘
1. How well do you understand the |IEP Not atall Very Well
process? 1 23 45

2. What parts of the |EP process d& you ’ .
view as most important?

3. What parts of the IEP process do you find
least helpful?

4. Who do you find nost helptul in helping
you in the 1EP process? (School

personnel) -

5 Who in the school, do you find the most

AN believable (creditable) in the IEP process?
' . 6. How much do you think schoo! personnel Notatall Very Well

really want to involve the parents in the 1 2 3 45
IEP process?

7. Do you find advocates, from outside the Notatall Very Well
school, useful in helping you with the |EP 123 45

. process?
8. Have you found that you have been Yes No

considered an adversary because you
challenged the IEP process? :

o 9 Do you find the school personnel use to0 Yes No
. much educational jargon? .

10 How can school personnel make the IEP

prdcess more meaningful to you? s
, 11. How satisfied are you with the IEP Notatall ~ VeryWell
process? 1 2 3 45
12. Do you believe the IEP should remain Yes No

mandated by the ng (94-142)?

W
13 yhat changes in the IEP process would. .
you like to see?

Age of Child -
Years in Special Education
Placeof Residence

x

“What exactly 1s the IEP?" In fact, less than 10 of the parents indicated an
understanding of the IEP process as compared to the IEP document -

“
The issue of "feeling wanted” was addressed through Quastions 4,5, 6, and
8. The answers to these questions indicated that, whilé the parents did not
feet welcomed with "open arms,” there was no evidence of overt efforts by
the schools to discourage parental involvement. Challenging the school 49
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(Question 8) did appear to cause the parents to feel less welcome by the
school, especially in the Seattle area. Of speciai note i1s the frequency in
which the teacher was nominated as most helpful (25 of 40, Question 4,
Table 1) and most believable (27 of 40, Question 5, Table 1). , :

Parental satisfaction with the IEP process and issues which the parents feit
the schools were ignoring were bhoth addressed. As 1o the overall satisfac-
tion with the IEP process, the majurity were satisfied (only five of 40 indi-
cated dissatisfaction, Question 11, Table 1) The issue of behavior man-
agement programs was not addressed specifically but rather parents were
allowed to address this issue through a series of open-ended questions
(Questions 2. 3. 10 and 13) There were no consistent responses 1o these
questions and the ;ssue of behavior management was never mentioned.

Another issue addressed by the questionnaire was the use of outside advo-
cates to assit parents in the IEP process (Question 7). The suspicion was

- that there would be a consistent view of the usefulness of advocates. Of
those who understood the concept there was an aimost even sphitin the per- |
ceptions of the parents (14 found them not helpful, 19 found them heipful, ‘
Question 7. Table 1) The majority of parents who had used an advocate |
found them helpful Most who feit they were not heipful had only heard
about” advocates

. '
Thelast ssue was if the IEP process should be mandated by law This ques-
tionQuestion 12, Table 1) was answered hyy all 40 parents in the affirmative

SUMMARY

Even though the sampie probably represents the more vocal and active
group of all parents of behaviorally disordered children, three generaliza-
tions to the entire pupulation of parents can be made First, parents need to
receive specific traiming in the |EP process Second, ciassroom teachers
need to be made more aware of the critical role they play in the parents per
ceptions of the scho9i Finally. thére s Littie doubt that parents want the |[EP
process mandated by law

Eugene B Edgar, Professor Unwersity of Wastungton Seattio, Washington
Robert B Ruthertord Jr Professor, Anzona State University, Tempe, Anizona

The quthors wouwd like to thank Ad Brooks Lisa Roeng dnd M cqarat Bobinrts 101 assistance
N 1 callecting these data i
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The Relationship of Five Affective
Variables With Regard to
Inner-City Juvenile Delinquents,
Inner-City Non-Delinquents,

and a National Norm Group:
Implications for School
Curriculum and Placement

Paul Zionts

INTRODUCTION

Many theories and iuch research have espoused the close relationship be-
tween juvenile delinquency and the school Juvenile delinguents, upon re-
turn from incarceration of adjudication, are often systematically placed in
educationai programs for the emotionally disturbed/socially maladjusted
infact, placement n ajuvenile detention facility” is one criterion for being
{abeled emotionally impaired in the state of Michigan (Public Act 198) De-
spite PL 94-142's dictums of a free appropriate education and least restric-
tive environment, when a juvenile delinquent exhibits disturbing behaviors
within the school, hesshe is often referred to the juvenile justice system.
rather than benefiting from in-school treatment (McDowell and Brown.
1978). Society s justification of this has been that juvenile delinquents per-
cewve themselves and their world differently than others (Atkins, 1974;
Frease, 1972). Empiricai evidence regarding this tenant has been equivocal

The research literature indicates that atfective factors reléted tosthool are
excellent predictors and descriptors of delinquency Self concept, aspira-
tions. attitudes toward schoos, and getting along with others are considered
as most important when trying to ferret out the etiology of juvenile delin-
quency (Eliiot and Voss, 1974, Polk and Schafer, 1972). Educators and SOCi-
ologists have traditionally attempted to define deviance and delinquency as
the indviduai's failure to be assimilated into the mainstream of society
While the blame of the delinquent's acts may be attributableto theills ofthe
individuals or the society, it is the delinquent who must be rehabilitated or
isolated ’

Existing evidence of the differences between juvenile delinquents and non-
delinquency has yielded contradictory results (Cohen, 1955, Hirschi, 1969:
Mitier, 1959). Delinquents are clearly umque from the non-delinquent itonly
py the iabel itseif. The question has been asked by educators whether inner-

g
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city delinquents differ in their beliefs and values from non-delinquentinner-
City peers as well as from a national norm comparnson group when com-
pared using five variabies purported to be important in ascertaining the
stability and Instabillty of high school students.

-

"The variables addressed in this study are. (1) attitudes towards school —

acadenvics, curricula, and,'or nature of school, (2) post-school asptrations —
goals and the perceived means to attain them, (3) self-concept—feeling
about orfe’s self, (4) relationships with others —family, peers, teachers,
and authority..and {5) general concerns—specific social and moral issues.

SUBJECTS

Subjects for this study included a delinquent, a non-delinquent, and a na-
tional norm comparison group. Th~ delinquent group was composed of 30
delinquent ninth grade students who were enrolied in an inner-city summer
program. All students were wards of the state of Connecticut and had a po-
hce record The 30 non-delinquent ninth-grade students resided in the
same community as the above sample of the delinquent students and were
selected randomliy from the district high school. These non-delinquents
had no police record nor were they enrolied in special education classes.
The ninth graders in the national norm comparison grdup (NNCG) pre-
sented a stratified random sampie from twelve states th 0ugh0ut the United
States.

- PROCEDURES

All students were requested to compiete the STS Youth Inventory (Rem-
mers and Shimberg, 1967). The STS Youth Inventory 1s a checkhst of 167
concerns (conflicts, problems, etc.) that may or may not affect high school
teenagers. The inventory measures five categones. (1) My School (Att-
tudes Toward School), (2) After High School (Post-School Aspirations), (3)
About Myself (Self-Concept), (4) Getting Along With Others {Relationships
With Others), and (5) Things In General (General Concerns; Theinventory
was administered in small group settings of seven or eight students each.
Direction and instruction were given oraily which accompanied a written
text Thestudents were asked to respond to short statements regarding the
above categories by checking one of three different sized boxes or a circle
which indicated great, moderate, small, or no concesn

4

RESULTS‘

A 3 - 5(group by category) analysis of variance design was utilized to as-
certain if there were any differences across the three groups on each of the
five general areas These a_nalysas yielded no significant differences.

Further inler-group investigations among the categories revealed no signif-
icant differences between the inner-city delinquent and the inner-city non-
delinquént groups. Between the inner-city non-delinquent and the NNCG
one category, Past School Aspirations’, yielded a significant difference
{ «~ .05). Fmally .n acomparison of the inner-city delinquent and the NNCG
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significant differences were found in both the 'Attitudes Toward School”
and “Post School Aspirations” categories.

\In addition to the analysis of vaniance, a discrete variable procedure was
employed to ascertain the greatest concern of the groups This was ac-
comphished by combining the "great” and “moderate” responses and rela-
beling items as 'greatest.” The chi-square statistic was utilized to deter-
mine sigmficant differences elicited on items of the greatest concern The
following results were reported. (1) in one item a significant difference ex-
1sted between the inner-city delinquent and the inner-city non-delinquent
groups, {2) in 11 stems a significant ditference existed between the inner-
city non-delinquent and the NNCG, and (3) in 24 items significant differ-
ences exlst?d between the inner-city delinquent and the NNCG -

\\
\

\

' DISCUSSION

The iterature on the reiationships of delinquents and non-delinquents has
attempted to identify affective factors in which the groups differ Tradition

ally, yuvenie delinquents have been treated prejudicially. Juvenile delin-

quents have been dis.. .:minated against in high school programming in part

because of the notion that their affective values and beliefs are more nega

tive than those of their peers, and more globally, than those of the American

Society (McDowell and Brown, 1978). .-

The data derived in the present study tevealed that thereny'e're no significant
differences among inner-city delinquents, inner-city po -delinquents and a
NNCG The resuits cali for a further and more critical look at the literature

The following presents a detailed comparison of the differences and similar-
ities among the three groups. It1s also an examination of the yreatest con-
cerns of each group.

Attltudes toward school

It 1s from the category Attitudes Toward School (represented by “My
School on the STS Youth Inventory) that yielded the most simifarities as
the primary conflict area across the three groups The six common items
among the groups will be piaced under the following two sub-categories
(1) Academic Progress and {2) Meamingful Vocational Curniculum

The foliowing four tems refiect those of greatest conflict under the sub-
category "academic progress”

(2) 1 wish | knew how to study better.
{(16) | wish 1 could get extra help 1n my weakest subject
{(32) Am | doing as well as | should in my school work?
{35) 1 worry about getting good grades

The first two items on the above hist indicate a need that is being neglected in
most secondary school curricula. It is of note that the area of study skills  ~—
often may be found on elementary schooi report cards and yet, the students
in this study feit they had not successfully attained the skills by the ninth
grade Theimphication for curricula change s evident The common cry of
teachers is that homework is rarely complet- d by their students The con- 53
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cern.implicit in ;tem 2 may be responsible, in part, for the teacher percep-
tions Directly reiated to study skills is the wish to get additional help in the
subject which is causing the student the greatest difficulty (item 16). All
three populatiuns are asking for help, either to do the work independently )
{tem 2) or with the direct l:elp of a teacher (item 16).

A significant difference was yielded in :rem\l\G. A comparison of percent-
ages for each group was. (1) non-delinquent. 8§percent. (2) delinquént, 80
percent, (3) norm group, 63 percent. Both inner-tity groups were consider-
ably more concerned about receiving remedial help than the NNCG. These
differences may be attributable to a greater awareness of theinner-city stu-
dent s perceptions of his, her possible academic deficiencies to cope with
his. her school program with aver 80 percent of both inner-city groups re-
sponding with strong concerns about recewving extra help, the message is
ciear tha:they care, they are concerned and they want to achieve. Perhaps
tutorial hours in place of study halls can be a viable answer.

Items 32 and 35 reveal a commoriinsecunty about the student's progressin
schiool. Success, measured by good grades (item 35) yielded a significant
difference between the delinquent (80 percent) and NNCG (69 percent). All
three group. .esponded with great concern to the issue of doing as well as
they could iri school This affirms the work of Pappanikou and Kochanek
(1974) in their comparnison of inner-city students and the same NNCG. The
data on the delinquents is contrary to whatis commoniy assumed (Comp-
troller General. 1977, Hirschi, 1969). that delinquents do not care about aca-
demic achievement.

Another major area of conflict deait with pertinent content area studies of-
fered by the schoo marketable vocational skills. The following two
tems reflect the common concerns among the groups.

{14) | would like to get some work experience while I'm still in school.
(37) 1 want to take courses that will get me ready for a job.

The students, as consumers, seem to be giving educators a message. Prep-
aration for meaningful work after high school is a need that is often heard
but as Polk and Schaler (1972) found, little is being done to remedy the sit-
uation Students are expressing discouragement at the school's inability to
meet their needs, which are based upon society's expectationof success”.

Post-school aspirations

incomparisontotheother four categories onthe STS, Post Schooi Aspira-
tions (After High School; elicited the greatest levels of concern from all
studenis While allthiree groups perceived this as amajor problem, the mean
scores for both the delinquent (64.9) and the non-delinquent (65 0) groups
were greater (significant (p << 05) than for the NNCG (55.22).

There were s1x common ;tems among the groups which may be included
under the followirg two sub-categories (1) College and (2) Jobs

The following twb items reflect those of greatest concern under the sub-
category “college™

(45) What s college really like?
(52) Do | have abilnty tz)dq college work?

\‘L ~
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The apparent interest in coliege stands out as a high priority concern forall
three groups, perhaps reflecting society’s “hype” of higher education That
80 percent of the delinquents are concerned about the nature of college
should be noted In fact, this 1ssue was significantly different between the
delinquent and the norm group with the delinquent group appearing to be
more interested in information relating to college Admittedly, the probabil-
ity of a juvenile delinquent becoming matriculated intocollegeis small Yet,
these delinquent ninth graders are demonstrating as muct oncernand in-
terest to the same questions as was demonstrated by their non-delinquent
and norm group peers.

The four items which reflect those of greatest conflict under the sub-cate-
gory "job” are as follows”

(59) What kind of training is needed for different jobs?

(64) What fields will offer good opportunities when | finish high
school?

(65) What kinds of jobs are open to high school graduates?

(73) Will | succegd in the work | do when | finish high school?

Again, one s struck with concern for being competitive in the job market by
all three groups. On rtems 59, 64, and 65, the delinquents are significantly
\ more concerned about the statements than the other groups One might
perceive this finding as a signal of the delinquent’s awareness of his’her so-
cial/economic standing and his possible inability to escape unemployment -
or underemployment. )

The fact that the delinquent perceived his/ 'her post high-school period as
significantly more cntical than the other groups reinforces the above stated
author interpretations These results suggest that ninth grade delinquents
still possess traditional concerns regarding aspirations despite thetr con-
tact with the courts. In fact, the delinquents appear to have strongger con-
cerns about hife after high school than do their inner-city non-delinquent
peers. Onc may hypothesize that this may be the direct result of adjudica-
tion which may allow the youth to reflect upon alternatives, for police record
i1s the only distinguishing characterstic between the two groups

Self-concept

The following two items refiect those of greatest conflict under the category
Self-Concept (About Myself) on STS Youth Inventory)

(91) | am trying to nd myself of an undesirable habit.
{92) | worry about tests in school.

Item 92 was the sole statement inciuded by the three groups that regarded
self and school The following four items yielded strong contlicts that also
r'ﬁay be interpreted as problems which could impede school success

(87) 1 feel that I'm not as smart as other people .
(90) | am afraid of falure or humiliation.

(95) | am afraid to speak up in class.

{96) | am afraid of making mistakes, .

Consistent with the findings, thus far, all three groups responded similarly
to the above school anxieties. It could be suggestedthat if learningis tooc- 55
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‘needed"”

cur, then conditions giving rise to the above problems should be alieviated
in the classroom ¢ 7

Attention should be pa.d tu the one item of significant difference under this
heading. ltem 84, '| need a part-time job", was a significantly greater con-
cernin this area for both the delinquents (80 percent) and the non-delin-

. quents (90 percent) than for the norm group (49 percent). This may suggest

the economic hardships that affect those who reside in the inner-city.
Saterlie (1965; contended that financial instability related directly to school
success or failure

Also noteworthy was the statement regarding improvement of figure or
physique being among the greatest concerns of the norm group (58 per-
cent) and the least concerns of the non-delinquents (27 percent). Thus may
suggest that the inner-city groups have a better self concept with regards to
their physique, figure This may lend support to the notion of strong athletic
involvement which 1s commonly associated with inner-city youth. It may
also be that in their hierarchy of priorities, physical attributes rmay be of a
lower rank What appears to be a good physique. figure may in fact be the
result of poor nutrnition, creating the “attractive” thin person.

Relationships witt others

Theitems histed as high priority probiems under this category Relationships
With Others (Getting A.ong With Others on the STS Youth Inventory) may
all be considered statements of intense personal involvement The follow-
ing refiects the two items of conflict that were common across ail three
groups

(107) | want to make new friends
(108) | need to develop more confidence

Other items which were of concern to the students invoived wanting to be
liked (104), being abie to converse easily (105}, and the abiliy to develop
tack andinterpersonal skills (109,110, 117, 122}, Agreement among the sub-
jects in showing concern for above is understandable and supported by a
psychofqgical needs theory relating to affihation, belonging, and "being

The only signiicant difference between the non-delinquent and the NNCG
was ontom 114, 'l want to feel important to society or to my group”. The

‘NNCG was considerably more concerned than the non-delinquents on this

1ssue The non-delinquents may feel confident about their contributions to
their immediate group, generating littie concern about the item. The inner-
wity popuiation s negative view of government (1.e., pu.. voting participa-
tion, etc ) may alsu engender httlemotivationto feelimportanttosociety’.

It shouid be noted that;tem 145 1t bothers me that some kids are left out of
tlungs  wasone of tne greatest concerns for both delinquents and non-de-
linquents This suggests that theinner-city youth had a feeling of empathy
fur their peers whith was not expressed by the NNCG. Ar investigation of
the gomposition (i.6.. handicapped?) of these 'left-out-kids” may reveal
some interesting and useful information Could it be that negative circum-
stances yieid a greater sensitization for the phight of others? All of the above
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items are relatively indicative of feelings commonly perceived not only be
teenagers, but by adults as well. The desire for frienGships by all groups
does not necessarily support the theories of Cohen (1955) and Miller (1959)
These authors might suggest that the lower class members are more apt to
be members of sociai groups (gangs) than middle class members, who have
the inherent opportunities to succeed in the mainstream of society.

General concerns

The groups’ responses to the category General Concerns (Things in Gen-
eralinthe STS Youth Inventory) yielded the lowest means of the five catego-
ries investigated. The following items reflected those of greatest interest
among the three groups:

(156) I'm disturbed about poverty and hunger in the world.
(160) How can 1 make the world a better place in which to live?
(162) Is there any way of eliminating slums?

The above three items can be construed as problems that are inherentin the
lower class and/or inner-city inhabitants.

An investigation of the items under this heading revealed such socially ac-
cepted issues as values, race prejudice, good government, and the proper
handling of finances.

The following five items yielded significant differences across two groups

(147) I'm searching for something to believe in (delinquent and
. NNCG). §
(155) What makes people selfish or unkind (delinquent and non-
+ delinquent)?

(160) How can | make the world a betier place in which to live (delin-
quent and NNCG)?

(162) Is there any way of eliminating slums (delinquent and NNCG@G)?

(163) What can | do to help get better government (delinquent and
NNCG)?

1t shouid be nuied that in ali of the above issues the delinquent responded
with greater concern than the other groups. Thisisin accord with the results
alluded to earlier relative to sensitization to the plight of others The implica-
tions may suggest that because of the experience that delinquents encoun-
tered, they are more responsive to the concerns of their world.

iti1s evident that all three groups are marked by their similarities rather than
differences with regards to their general concerns. The questlons in this
category, white broad, indicate that each group responded in a conven-
tional manner to the values and beliefs stated. .

14

EDUCATIONAL IMPLICATIONS

There has been much written and mandated about the moral and legal regu-
jations regarding least restrictive environment” and “free appropriate edu-
cation . Juvenile delinquents comprise a major group of youth who have
been discriminated against in high school programming decisions The re-
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suits of this investigation indicate that if such discrimination is based upon
thestudents affective attitudes and concerns, then these actions of discrim-
ination are indeed unjust.

Many juveniie delinquents have been treated more negatively in schools
than other students because of their out-of-school behaviors. Running
away from home, stealing a car, or even breaking into a store has routinely
resulted in the adjudication and subsequert placement into classrooms for
the emotionally disturbed or socially maladjusted. The obvious negative
connotations of the label "juvenile delinquent” stays with the youngster
both in the community, and somewhat unfairly, in the school.

The educational implications are clear. Placement in special education
classes shouid never beroutine. Previous educational experiences, in many
cases not negative with regard to behaviors, should be evaluated. Ob-
viously, an educational assessment with regard to the student's academic
proficiency as well as school socialization should be taken into considera-
tion. Appiying the delinquent label to the student outside of the school
should not necessarily be considered as a factor in school placement
decisions

This discussion should not be applicabie to those students committing anti-
social behaviors within the educational framework. it is for this population
that the special education facilities are intended.

The delinquent’s apparent similanties with the inner-city non deiinquents
and the norm companson group® demonstrate that the ninth grade deiin-
quent population s stiil very concerned about education at the onset of high
school. Andyet, itis this group that s frequently given aless than equat ed-
ucationai opportunity by society and cunsequently, the least chance for
success Itwould seemthatthisconstituency is givii.y educators amessage
to which little attention s paid.
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The Complex Relationships
Among Selected Family,
Educational, and Cultural
Variables and Sex to
Specific Indicators of
Juvenile Delinquency

Tom R. King

ABSTRACT'

Multivaniate analyses were used (0 exammne complex relationships among se
iected family. educational, and cultural variables and sex to specificindicators
of juvenste detinquency These indicators were (1) age of the individual at the
time the hrst offense was commutted. (2) number of total acts commutted, (3)
type of oflense commuttad, and (4 percent of the total number of acts commut
ted that were of a particular type of olfense

Results showed that the independent variables. sex. ethnicity, and grade of
niest offense and the dependent variables, total number of acts committad.
number of offenses commulted aganst persons. and the percentage of total of
fensas commutted that were chins (Status olfenses yi1elded more sign:hicantre
lationships than all of the rest combined

INTRODUCTION

Historically. juvenile delinquency has been looked at in relation to specific
areas such as sex of the offender (Tobias, 1970, Toby, 1957}, cultural/ethnic
background (Cohen, 1955, Nye, Short, and Olsen, 1958, Shaw and McKay.
1942), family organization, disorganization (Hirschi, 1969, McCord and
McCord, 1958. Monahan, 1957) and education {Polk, 1875, Polk and Hal-
ferty. 1966, Cartwright. Tomsaun, and Schwartz, 1975). This procedure of
examining the relationships between isclated vaniables and delinquency re
sults in an unreahstic viewpoint of the complex relationships that actually
exists Despite research showing high correlations between specific varia-
bies and delinquency, several researchers have indicated a need to move
away from these simphistic methods of looning at and explaining delin-
quency (Wilkinson, 1974, Hook, 1970, Stullken, 1956). These authors indi-
cated that delinquency 1s a result of many interrelated variables This argu-
ment was supported by Rosenquist and Megargee (1269) who stated it was
not enough to identity various factors which were reliably but individually
60 associated with dehnquenc, These single factors need to be examined in
O
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conjunction with other vaniabies to determine how they interact They also
expressed the bohef that the majority of this research has very little useful-
ness because the separate disciphnes have investigated delinquency with
regard to variables common only to their area.

in contrast to looking at delinquency with regard to separate variables,
there has been a progressive trend towara looking at multiple variables and
their interrelationships to dennquency For example, Walberg (1972) looked
at family charactenistics, gang membership, self-concept and pe-ceptions
of authonty and school attitudes in relationship to delinquency Results
showed that particuiar combinations of vaniables were more sitively as-
sociated with dehinquency than others. Stullken (1956) investiyated the in-
terrelationships between delinquency and family interaction patterns,
school adjustment and environmental backgrounds The importance of dif-
ferent family and social vaniables in relation to delinquenty is further sup-
ported by Gardiner (1876) who also demonstrated how “chance" many
times 1s an 1mportant factor in relation to a juvenile committing a serious
oifense. These findings lend support to Stuliken's (1956) idea that juvenile
dennquency 1s not apathological cond:tion, such as a disease, butacompt-
lation of symptoms which are brought about by sucietal conditions

The procedure tor grouping all juvenile offenses under the term “delin-
quency aisohas been an area of much concern. Hooke (1970) indicated the
inappropriateness of trying to encompass ali types of juveniles and offenses
under one general theory This author states.

1t appears to make more sense {o examine the difterences between a
slum-dweliing, hmited intellect. school dropout convicted of assault with n-
tent to commut robbery, and an upper-middle-class adolescent convicted for
joy-nding shoplifting or drug use. than it does to lump them together and
attempt to find a singie theory to explain both of their behaviors {Hooke,
1979. p 155)

Alternative methods of classifying delinqu2nts have been suggested
Hooke (1970) proposed classifying dehinquency according to the nature of
the act and,or the seventy of act. Studies utihzing these methods ot classify-
ing delinquent acts have venfied thew importance (Walberg, 1972, Empey
and Erickson. 1966, Davis, 1976)

PURPOSE OF THE STUDY

The purpose of the present study 15 toinvestigate the complex relationships
among selected family, educational, and cultural vaniables and sex to spe-
cific indicators of juveniie delnqueacy Theseindicators include age ofthe
individuai at the time the first offense was commutted. number of total acts
commutted. type of offense committed, and percentage of the total number
of acts commutted that were of a particular type of offense

RESEARCH QUESTIONS

Research Question 1 Isthe age of the individual at the time the first offense
was committea related to selected family, educational, cultural variables
and sex?
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Research Question 2. s the total number of acts committed related to se-
lected family, educational, cultural variables and sex?

Research Question J. Is the number of each type of offense committed re-
lated to selected tamily, educational, cultural variables ana sex?

Research Question 4. 15 the perceniage of each type of offense committed
related to selected family, educational, cultural variables and sex?

The dependent variables include: -
1 Mumber of acts (NOACTS) —total number of all offenses committed.

2. Age of first offense (AGE1)— —age of juvenile at the time of their first
offense. v

3 Propery offenses (PRPOF) —total number of property oHenses com-

* mitted.

4 Person of.enses (PEROF) -total number of offenses committed against
persons.

.
»

S Drug offenses (DRGOF)—total numiter of drug offenses committed.

6 Chins offenses (CHINS)—"Children in Need of Supervision'—total
number of chins offenses committed. These are also referred to as status
oftenses E ]

7 Other offenses (OTHOF)—total number of other typ- . of offenses
committed — :

8 Percentage of property offenses (NOPRP) — percentage of total offenses
committed which were property offenses. .

9 Percentage of person offenses (NOPER) —percentage of total offenses
committed which were offenses against persons.

10 Percentage of drug offenses (NODRG) —percentage of total offenses
committed which were drug offenses.

11 Percentage of chins offenses (NOCHI)—percentage of total oHenses
which were chins offenses. .

v

12 Percentage of other offenses (NOOTH)-percentage of total offenses
which were other ofienses

The following &mdependem vanables were examined in reiationship to the
preceding depandent variables.

1 Sex of the offender—male, female.
2 Ethmacity —Caucasian, Spanish,

3 Grade the offender was in at the time the first offense was committed
{Grade 1)—Kindergarten through high school.

4 Family composttion, {

a Parents natural mother, natur.é‘l father, only stepfather, only natural
father, or other fatr2r-,

b Reasons (for parent(s) other than natural mother and naturai father)
—divorce, sqparation. or death. .

6 ‘
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c. Number u: siblings (at time of first offense)—0-6. .

#

d Birth order for offender—oldest, youngest, only child. _
I‘ . 4 /‘

"METHODOLOGY £
Subjects” )

A Y

Six-hundred maie and femaie juveniles whohad comeinto contact with the
jaw and the juveniie probation department served as the sample for the
presentinvestigation. This sample consisted of juveniles who had officially
been labeled delinquent as weli as those who had not. Stratified samples,
invoiving sex and ethnicity, were randomly drawn from the estimated 10,000
active files located in the Juvenile Probation Départment, Be: nalitlo County
Courthouse, Albuquerque, New Mexico. The initial sample was comprised
of 150 Caucasian males, 150 Spanish ales, 150 Caucasian females, and v
150 Spanishfemales, The subjects rangedtrom six to 17 years of age Out of

this sample, 549 had complete data and were utilized in the analyses The

finai sample consisted of 140 Caucasian males, 140 Spanish males, 139 >
Cauécasmn females, and 130 Spanish females.

' Procedure —

Each active folder was represented by a5" X 8” index card. The sampling
technique employed involved measuring the total length of the index cards
within the five drawers as weil as the Iehgth of the cards for each indwidual
drawer whereby a selection process utilizing measurement was then ysed

A starting place in a table of five-digit random numbers was chosen Each
successive five-digit number was then multiplied by the total length of the
index cards to determine the distance to be measured for the selection of
each individual card. The name and number on the card were matched to
the-name and number of the juveniie’s file and the index card was replaced
if a subject was drawn twice, that card was replaced and the investigator
continued to randomly select, via the measurement technique, untilacard
was selected which previously had not been selected. This replacement

method was aiso foliowed in the process of filling the four stratified sam-
ple cefls . ) 1"

[

Statistical treatment of the data

-

The data were n'nmally analyzed using Canonical Correlation -a method
which analyzes linear combinations of multiple independent and depend-

. ent vaniabies to determine the maximum correlation between the two sets of
variables {Kerhinger and Pedhazur, 1973). Multiple regression was then
used which anaiyzes not only the mdavndualpu/talso the collective contribu-
tions of two or more independent variables to the variation of a single de-
pendent vanable (Harns, 1975, Kerlinger and Pe%azur, 1973).

A Corrected companson-wise alpha level was used to lessen the risk of
committing a Type | efror. This computed comparison-wise alpha was

0042 Since significance tables do not include this alpha, the next lower .
alpha. 0025 was used. A . 63
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RESULTS

The results wiil be presented in relation to the research questions. All signif-
icant mteractnons thatare dnscussed were significant atthe p << .0025 signif-
icance level.' -

Research question 1. 1s the age of the individual at the time the first offense
was committed related to selected family, educational, cultural variables
and sex? The average age of thé indivydu#li at the time the first offense was
committed was 13.65 years oid with no apprec‘ablé difference between eth-
nic or sex samples. '

Research question 2. is the total number of acts commutted related to sé
lected family, educational, cultural variables and sex? There were signifi-
gant interactions between the total number of acts committed and some of
the independent variabies, inciuding males committing more total offenses
than fernales

The higher the grade in schoot at the time the first offense was committed,
the fewer total number of offenses cprhmitted by children living with their
LNatural fathers Children without both natural parents at home committed
more total acts than children with both natural parents at home.

Regardless of father status, Spanish children committed more offehses
thar, Caucasian children. Whereas Caucasian children committed basically
the same average number of offenses regardiess of father status, Spanish
children with stepfathers committed more total offenses than did Spanish
children with natural or other types of fathers.

Spanish children aiso consistently committed more total offenses than did
Caucasian ch:ldren when there was one or more siblings in the family.
Cadcasnanchnldren though, exhibited more total offenses than did Spanish
‘chi'dren-when they were the bnly child.

\Research question 3. Is the number of each type of offense committed re-
lated to selected family, educational, cuitural variables ard sex? Overall,
there were-eleven significant interactions between the independent varia-
bles and the type of offense committed.

There was a sngmhcant relationship betwéen sea and number of person of
fenses, number of drug offenses, and number of other offenses commutted
Males committing a higher numbegr of these offenses than females. Also, te-
gardless of tt imberof sibling$ in the family, males qommmed a farger
number of person offeases. This was not constant with drug offenses and
other oftenses.

Ethnicity was shown to be significantly related to the number of offenses
committed against persons and the number of chins offenses committed.
Spanish chudren committed more offenses against persons than Caucasian
children except when they were the only child, then Caucasian children
committed more. Spanish children also committed more chins offenses
than Caucasian children.

Children ﬁavmg both natural parents in the hom.e was also significantly re
lated to the number of chins offenses committed Children withbothnatural
parents in the home committed fewer chins offenses than children without
both natural parerts.
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The grade the Child was in when the lirst offense was committed was signifi-
cantly reiated to the number of drug offenses committed and the number of
property offenses commitied Those children who committed their first of-
fense i a lower grade were more likely to commit a larger number of prop-
erty offenses whereas children committing their first offense in a higher
grade were more hkely to commit more drug offenses.

Research question 4. |sthe peréentage of each type of offense committed
related to seiected fam'ly, educational. cultural variables and sex? Results
showed1hat the percentage of each type of offense was significantly related
to selected independent variables

Sex was shown to be significant in relation to the percentage of chins of-
fenses committed and the percentage of other offenses committed Fe-
males committed a higher percentage of chins offenses but males commit
ted a higher percentage of other offenses.

Ethnicity was also significant Spanish children committed alarger percent-
age of chins offenses than did Caucasian children.

Grade of first offense was significantly related to three types of offenses

Results showed that after the fifth grade, as the grade of first offense in-
creased. the percent of property ofienses tended to decrease For chins of-
fensesin geneial, the higher the grade in school at first offense, the higher
the percentage of chins offenses gcommitted. This relationship is more com-
pucated with the percentage of drug offenses committed and the interaction
between grade of first offense and ethnicity. Spanish children committed a
higher percentage of drug offenses when they committed their first offense
in the fourth. sixth, seventh, eighth, and tenth grades with Caucasian chil-
dren not committing any drug offenses until the seventh grade Caucasian
chiidren committing theur first offense in the ninth, eleventh, and twelfth
grades commtted a substantially higher percentage of drug offenses than,
did Spanish children -

»

DISCUSSION

The present investigation studied the interactions between multiple inde-
pendent variabies. involving selected family, Cultural;and person variables,
andvarying aspects of delinquency Sex. ethnicity and grade of first offense
wete sigmficantiy related to the measured of delinqyency more Often than
the other independent vanabies (see Table 1), but therr relationships were
not always in the same direction For example, males committed more drug
ottenses. offenses against persons, and other offenses but females commit-
ted a higher percentage of chins offenses than males

Th’e dependent vanables of total number of acts committed, number of of-
tenses committed agaifst persons, and the percentage of total offenses
commutted that were chins offenses yielded more signtficant relationships
than ail of the rest combEingd These three dependent variables comprised
63 percent of all the significant relationships These results support the ne-
cessity of examining different aspects of delinquency and their relation-
ships to other vanables as opposed to grouping all forms under the one

_headwing 'dehnquency”
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. TABLE 1
Independent Vanables Signilicantly Related to the Dependent Variables
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Sex X X1 X X X1X
Ethnfcity X X X ' X
Both Natufal be X
Parents
Number of X
‘Siblings
Grade of
First Offense X X X X X1*
Father Status X X
Ethnicity
Sex X Number ' ] ’
of Siblings
Number of Sibling X X X 7
Ethnicity
Grade of First ’ . X
Offense X Ethnicity
Father Status X 4
Grade of First Offense X

Note. "X" means a significant interaction

committed and the independent variables, it was found that children with-
out both natural parents in the home committed more total acts than chil-
dren with both natural parents al"home. The-results support previous re-
search showing a higher incidence of offenses for juveniles coming from
disrupted homes where both natural par.. 1ts were not present (Chilton and
Markle, 1972, Monahan, 1975, Willie, 1967). Also shown was children who
had naturaifathers present in the home were less likely tc commit more total
offenses as the grade they were in when the first offense was committed be-
came higher. Natural fathers present in the home appears to be an impor-
tant factor in suppressing the number of offenses committed, especially for
children who became delinquent in higher grades. This fjnding goes
beyond just stating that higher rates of delinquency are associated with and
are more common to children corhing from home environments not having
both patural parents present.

Ethnicity was shown to'be very important with Spanish children overall
committing more total offenses than Caucasian children. A breakdown
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though-showed.that Spanish chiidren with stepfathers committed more of-
fenses than Spanish or Caucasian-chidren with any other type of father.

These findings suggest that additional variables may be responsible for

higher rates of delinquency in Spanish children than just family disruption
How the Spanish child views the presence of the stepfather and the result-
ing interaction style and emotional chmate are possibly relevant interme-
diary variables Circumstances surrounding the remarriage of the mothers
would be an important aspect in the development of hostile feelings be-
tween certain children and their stepfathers.

Spanish children also consistently committed ‘more total offenses than did
Caucasian children when there were one or more siblings present in the
home. Onthe average, this difference increased as the number of siblingsin
the homs increased. One reason for this may involve the greater strain on
the Spanish family budget with larger numbers of individuals if the
household. N

Overali, males committed more offenses than did females. As children grow
up 1n our society, males are generally given more freedom to exhibit more
aggressive, independent behaviors than females (Maccoby and Jacklin,
1974) This may lead to a higher number of behaviors exhibited which would
be labeled delinquent as the male child grows older.

The number of each type of offense committed was shown to be’ signifi-

cantly related to a varniety of independent variables. When examining the
totai number of offenses committed against persons, total number of drug
oftenses, and total number of offenses classified as other, males committed
significantly more offenses than did females. Those findings indicate an
area where further research is vitally needed as there are varying types of
offenses in each category.

Ethnicity was an important-variable with respect to the number of offenses
committed against persons and the number of chins offenses committed.
Generally, Spanish chiidren committed more of these offenses than did
Caucasian children. Both of these could be attributed to possible home en-
vironments where the child 1s taught or forced into inappropriate methods
of handiing probiem situations. This is supported by the results showing
that as the number of siblings increased, Spanish children comnutted in-
creasingly more oifenses against persons than did Caucasian children

For children coming from home environments where both natural parents
were not present, the number of chins offenses were the greatest. This indi-
cates that there are higher numbers of children running away, not obeying
parents. etc , from dnsruptéd homes than from other home environments.
These behaviors might have been in reaction to the lack of parental control,
or less tolerant attitudes of parents to certain behavior.

The number of property offenses and the number of drug offenses commit-
ted were significantiy related to the grade the child was in when the first of-
fense was committéd The relationships were not similar though. Where
children committing the first offense in the lower grades were more likely to
commut a larger number of property offenses, those children committing
their first offense in the higher grades were more likely to commit more drug
offenses This couid be due to the fact that children who experiment with
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drugs in the lower grades may find less peer acceptance and positive rein-
forcement for this type of behavior, as they, get older, they may find more
acceptance and reinforcement Also, the mobility aspect, being able to drive
and to physically be with one's peers, creates a setting and an atmosphere
more conducive to drug taking. The same paralle! can be seen with the use
of-alcohol as children may have parents and peer groups who drink heavily
and encourage such behavior-{Braucht, Brakarsh, Follingstad, and Berry,
1973, Theaccessof drugs s also easier as one becomes older Justthe op-
posite was shown with the number of property offenses ommitted Whena
child 1s younger, the amount of money one has is substantially smaller than
when her she s older, therefore to gain material ppssessions a child may
steal things to acquire them. The opportunities for employment are not as
.great with this younger age group as compared to when they are older,
which in turn himuts ways of gaining money or items legally. This was dem-
onstrated by the fact that shoplifting was one ofthe major property offenses
comhitted 1n the younger age group.

When the percentage of each type ofbﬁense was examined, the only meas-

.ure of delinquency that was not significant was the percentage of total acts

committed that were oiffenses against persons. The results showed that
after fifth grade, the lower the grade in school when the child commuitted
tus, her first offense, the higher the percentage of property offenses commit-

d This again, as discussed préwigusly, may mean that a specitic type of
vrime which is more common at a certain age simply because of assessabil-
ity or lack of financiai means of acquiring particular items As the grade the
child s in at the ime the first offense is commuitted gets higher, the percent-
age of chins offenses increases also This gould result from any number ot *
piausible reasons. The nature of many chins offenses lend themselves to
older chiidren to a greater degree than younger children Such things as
curfew, hquor. runaway, and truancy violations are easier to control in
younger children than in older. Truancy may become more prevalent in
oider childien primanly because they have been through more years of non-
reinforcing and threatening experiences in school which they escape from
by not going (Elliott, 1970, Elliott and Voss, 1974). .

Alcohol Iike drugs. is more of an "in" thing to be involved with at certain
agea than others. The resuits examining the percentage of drug offenses
were extremely important. Spamish ctuldren committing their first offensein
the lower grades committed higher percentages of drug offenses than did
Caucasian children, but this was reversed for Spanish children committing
theur first offense at a hugher grade. in these higher grades, Caucasian chil-
dren exhibited much higher percentages of drug offenses than did Spanish
chituren The percentage stays relatively the same for Spanish children but
drastically increases for Caucasian children. Spamish children may from
early ages be expostd to the availability and the use of drugs whereas
Caucasian chiidren may not Spanish children may be more adept at hldmg
and conceahing the use of or possession of drugs. Parental concern also
may be greater over Caucasian children involved with drugs as opposed to
Spamish children. This could be reflected in the numbers of drug offenses
reported from "“concerned” parents,

Femaies commutted larger percentages of chins offenses than males al
though the sexes,committed about the same number of these offenses This
7
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15 consistent with the literature indicating that females engage in more non-
violent, non-aggressive types of antisocial and delinquent behavior (Fesh-
back, 1970). Spanish children were also more likely to commit higher per-
centages af chins offenses than Caucasian children. The majority of chins
offenses are behaviors that are escape oriented in nature. On the other
hand, males were shown to commit larger percentages of offenses labeled
other. Acts such as tampering with a motor vehicle and driving while intoxi-

cated are exaniples. Other than the reason that males may be mote inclined
or prone to engage in such behaviors, no other conclusions will be drawn

Py

-CONCLUSIONS

The prasent investigation presents evidence to suggest a basic need to
mave away from simplistic ways of analyzing and canceptualizing delin-
quency. Since delinquency is not the result of asingle causal factor, there is
nttie use for research which examines only one or two variables which may
pe highly correiated with delinquency. Many variables and their complexin-
teractions need tosbe examined to Jetermine their relationships to certain
ethnic groups, age grOups etc., and the many ways in which delinquency
can be viewed. /
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igetod ldmuy. aducationai and cultu: 4 varabigs and sex 1o spacidic indiators of juvanio dehn
quoncy (Unmwvorsity of New Mexico, 1979) -
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the anaiyses The combinations of steplather, natural mowher. stepmuther. naturai lether and
steplather/stepmother were also elim:nated for the sama reason [
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directly to the author
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The ,Céntemponary
Adolescent Delinquent:
Intellectual or Impulsive?

Thomas F. Reilly, David Ross, and Lyndal M. Bullock

N\

INTRODUCT&

violence is a term with differing connotations. It can be an “exertion of phys-
ical force so as to injure or abuse” or it can be "intense, turbulent, and
often destructive action or force” (Webster's New Collegiate Dictionary,
1873,). Violence differs from force in that violence 1s behavior evidenced for
its-own-sake,-thus i lt‘gpewedless (Lief, 196

Human violence 1s determined by the individual's mteractton with-the envi-____
ronment (Halleck, 1973). Considering the 47 percent increase in violent
crime over the five-year period from 1968 to 1973 (Crime inthe U S, 1973),
that interaction has become much more heated and physncxa Previous re-
search suggests that violence and intelligence are related (H \brun 1979)
especially when adaptive abilities are considered.

The relationship between the potentially violent youth and acco'n\p nying
intelhgence may be further influenced by a history of child abuse, alcoholic
\-parents, and dehumanized relationships (Jampolsky and Haight, 1&’4)
Buttons (1973), study indicated a high correlation between the amou t
and seventy of physical pumishment endured by children and the Intensity
of antisocial aggression displayed during adolescence However, Kozel,
Boucher, and Garofalo (1972) determined that prior violence is the only
predictor far future violence.

_Tarnopol (1970) found that dehnquents with higher intelligence levels
" commit more ¢crimes and are arrested less often than thelr peers having
iower inteligence levels Ross (1971) concurs by stating that "intelligence is
a major ingrgdient 10 a child's pattern of coping.” Conversely, Ausubel
11965) indicated that lower inteihgénce is unrelated to delinquency when
taken as an entity unto itseif, Adaptive abilities have been demonstrated to
be related,&p intelligence (Robinson and Robinson, 1976) Aggressive be-
havior (which may be a reaction to poor adaptive ability) is deterrfiined
through environmental conghtions, and is situation specific (Bailey, 1976)
Due to vanious possible disparities between the verbal, performance, and
full-scaie | Q. scores, differing intelhigence levels are imphed for ditferent
| Q;I\gvels (kegggndowiki and Sacuzzo, 1975). ~.

The importance of the accumulation of accurate diagnostic data cannot be

ovgr emphasized since such dafa often is the link in determining an effec-

twe rehabihtationsintervention strategy. The popularity of the Wechsler ;
Scales 15 at isast pastly due to their potential use as a diagnostic tool (Sa- 7
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cuzzo and Lewandowski, 1976), but these are insutficient data if used alone.
Age does not significantly influence the patterns of scaled scores (Holt,
1968). Cohen (1959) determined that child and adult achievement on the
Wechsler Intelligence Scale for Children - Revised (WISC-R) and Wechsler
Adult Intelligence Scale (WAIL, are comparable from age 13 years, six
months, on.

The most characteristic pattern of performance for. adolescent sociopaths
onthe WAIS s a higher Parformance |Q than Verbal IQ (Wechsler, 1958). A
Performance IQ which s significantly above the Verbal 1Qis primiarily found
inindividuals who are acting-aut. Personality types typically scoring higher
on the Performance section include psychopaths, sociopaths, narcissistic
¢haracter disorders (Blatt and Allison, 1968, Gilber, 1969, Guertin, Rabin,
Frank, and Ladd, 1962), and adolescent delinquents (Glueck and Glueck,
1964; Pope and Scott, 1967). .

Many delinquents are simulteneously functioning beicw their ability levei
and are consequently behind in achievement (Raymaker, 1974). Of those
individuals admitted to juvenile detention centers, 80 percent are irom two
to five years below grade-level achievement in at least one of the areas of (a)
reading, (b) spelling, or (c) arithmetic (A Voice in the Wilderness, 1976).

The present study represented an examination of the relationship between
the commassion of violent behavioral offenses and possibie mitigating intei-
lectual factors Theinvestigator's interest was in determining 'fthe commus-
sion ofviolentacts is related to intellectual factors. A second question con-
sidered was whether academic achievement was commensurate with quan-
tified intellect :

PURPOSE OF THE PRESENT STUDY

The purpose of the presernt investigation was to further illustrate the rela-
tionship between violent behaviorai offenses and intellectual characteris-
tics in adjudicated adolescents as determined respectively by adjudication
fur aspecific behavioral offense and subtest patterns on the Wechsler In*el-
ligence Scales (Weschler, 1958, 1974). The study is based on 177 randomly
selected case studies of adjudicated adolescents (Table 1) who were re-
ferred to. and tested by, a licensed psychologist acting as a consultant to a
juveniie department in an urban center located in the Southwestern part of
the United States

METHODS AND PROCEDURES
Subjects '

The subjectsin this investigation were Landomly selected from the case files

of a juvenile department located in the Southwestern United States The
random sample of subjects consisted oi 177 adolescents between the ages
of 13 years, six months and 18 years, four months. The subjects had baen
referred between the years 1974 and 1978 due to the commussion of a spe-

. cific behavioral offense which resulted in adjudication.

The ethnicity, sex. and age range of all 177 subjects selected for the study

are delineated in Table 1
T

-
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. - TABLE 1
Behavioral Offenses of All Subjects Reported by Sex and Race

I

Rehavioral Total Hurbers -
Offcnses

Status

Crimes Against
Property

Crimes Against R |
Person ‘ 49 28 , 12+ 29, 16
. |

?

Of the 177 subjects, there were 139 Males and 38 Females Within this group
there were 43 Black subjects, 125 White subjects, and nine subjects who
were either Mexican-American or American Indian. There were 38 subjects
— in the age range of 13 years, six months to 14 years, 11 months, 84 subjects
ware in the age range of 15 years, 0 months to 16 years, 11 months; and §5
subjects we-e in the age range of 17 years, 0 monthsto 18years, 11 months
Further categoric devisions can be made by behaviora! offense Data n
Table 2 Mlustrates those divisions.

Each of the youths formally identified as a juvenile otfender completed a
comprehensive psychological, intellectual and scholastic evaluation ad-
ministered by a consulting psychologist to the juvenile department There-
suits of the intellectual and scholastic evaluations will be delineated latern
this-papaer._

Materials . T .

Four instruments were utiized in obtaining a data base for each subject’s
case hle The instruments were administered by a consulting psychotog'st
to a juvenile department. The instruments were the {(a) Wechsler Iintelli-

TABLE 2 +- .
Subjects Utilized in the Present Study as Reported by
Age Range, Race. and Sex
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gence Scale for Children (Wechsier, 1949), (b) Wechsier Intelligence Scale
for Chiidren--Revisec. (Wechsier, 1974), (c) Wéchsler Adult Intelligence
Scale (Wechsier, 1955), and (d) the Wide Range Achievement Test (Jastak
and Jastak, 1965).

Statlstical\design

Information obtained from the 177 case studies of adjudicated adolescents
were analyzed and wiill be summarized and presented in tabular form De-
scnptive statistics were used to describe the characteristics of the sample
population.

The dataobtained from the sample population have been illustrated intabu-
lar form in the areas of behavioral offense and inteliect. Common factors
occuring in each table include. (A) age. (B) race, and (C) sex. Data have
been reported in frequencies, percentages, means, ranges, and ch: Squares

Data analysis

Data were obtained on the behavioral, inteliectual, reading and arithmetic
functioming of all 177 subjects who were selected for the study. The datain
Table 3illustrate the (a) number of subjects by ethnicity, (b) X1Q, (c) XC.A.,
(d) X academic achievement levels in the areas of reading and arithmetic for

alt subjects utilized in the investigation, and {e) nutnber of ethnic partici- /

pants in each behavioral offense

Results

Descriptive statistics were used to analyze the data The chi-square contin-
gency was used to analyze relationships between

1 intelligence level and type of offense
TABLE 3

Behaviorai and Scholastic Achievement Including Reading, Atithmetic and
Intethgence Quotient Scores for All Subjects Reported by Race
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2 ethnicity and type of offense
3 sex and type of offense
4 age and type of offense

There was no statistical sigmificance in the relationship betweenintelligence
level and type of offense. However, statistical significance beyond the 001
probability level was indicated for the three remaining relationships

Discussion

Tabular data previously presented are not all statistically significant How-
ever, certain elements of the information are suggestive of possible trends
and deserve further consideration. In the following section, the investiga-
tors will reiate significant tabular data to the literature.

Behavioral offense

Conhen (1955) feels that continued frustration regarding one's attempts at
success will likely lead a person to crime. Conversely, Yochelson and Sa-
menow, (1977) believe that “thinking patterns” in habitual criminals may be
distinguished from non-criminals.

individuals charged with status offenses such as truancy and runaway rep-
resent more than one-third of the national case load being processed
through our juvenile court system (Mauser, 1974). In the present investiga-
tion, 40 percent (N-67) of the behavioral otfenses were status in nature Of
the 67 status offenders, 55 percent (N-37) were males, 87 percent (N-58)
were Caucasian, and 48 percent (N-32) were in the age range 15 Oto 16 11
Additional \nformation i1s delineated in Table 4.

Property crimes have been demonstrated to be the largest single category
of offense (Oklahoma Association for Children with Learning Disabilities,
1974). Numenically, property offenses were not the largest group repre-
sented in the present investigation, (N-Sgbowe’ver. they did comprise 31
percent of the offenses committed in.the present investigation Of the 58
ptoperty offenders in the present investigation, 94 percent (N-55) were

'

~ TABLE 4
Race and Sex of Status Offenders as Reported by Chronological Age Range
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males, 65 percent (N-38) were Caucasian, and 48 percent (N-28) werein thé
age range 17 0 to 18.4 Additional information s delineated in Table §.

More than half of all serivus crimes in the United States are committed by
youths .ge 1010 17. Since 1960, juveniie crime has risen twice as fast as that
of adults (The Youth Crime Plague, 1977). In the five-year period from 1968
10 1973, violent vi.meincreased 47 percent (Crimetn the U. S., 1973), In the
present investigation, crrmes-against-persons constituted 29 percent {i}-
52) of the total behavioral offenses Of the 52 person offenders 94 percent
{N-49) were males, 59 percent (N-29) were Caucasian, and 57 percent (N-
28) were in the age-range 17.0to 18 4 Additional information is delineated
in Table 6

Intellectual functioning

Although Ausubel {1965) has indicated that lower inteiligence is unrelated
to delinquency, Ross (1971) has stated that intelligence is a major ingre
dient in a chiid's pattern of coping.’ Reilly and Bullock (1979) hgwever,
hypothesize that lower intelligence increases suggestibility and the proba
bility of being caught. In tne present investigdtion, the X IQ for the total
group was 30.26 which placed them within the low average range of intellec-
tual functioning. A composite view of the intellectual attainment for each
category of behavioral offenders 1s illustrated in Table 7.

Adoiescents falling in the lower spectrum of the lcw-average range of intei-

_ hgence can be expected to encounter difficulties 1h adjustment especially

when confronted with peer pressure. interestingly,'each of the behavioral
offense categories shared the same sub-test for thenrpghest score {i.e., Pic-
ture Arrangement) and the same group of subtests for their lowest scores
(+ e. Information, Comprehension, and Vocabulary}. Data presented in
Tablu 8 dlustrate the behavioral offenses and the subtest scores

These subtest scores may be interpreted to mean that the subjgcts are sig-
nificantly below the norm in their basic knowledge about the world. This can
be influenced by school attendance, generul awareness, and reading abil-

&

TABLE S
Race and Sex of Property Offenders as Reportad by
Chronological Age Range
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TABLE 6
Raco and Seox of Parson Offenders as Reported by
Chronological Age Range
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ity. The relatively high Picture Arrangement score could mean that, as a
whoie. this population could be considered as shrewd and manipulative
However, when Verbal, Performance, and Full-Scale Intelligence scores are
considered for the sample population, the iogic ofthe prevnous-statement is
dubious Further, if one considers the low academic achievement Tevels of
adjudicated adolescents in the present investigation (refer to Table 8), one
should be able to readily focus ot theimpact of intellectual items measured
lgy the Vocabulary subtest of the Wechsler Scales.

* v

Chronological age oo

The mean chronological age-for fhe 177 subjocts selected for the study was
16 years, one month, This data supports th=t of previously reported studies
(Mukherjee, 1971, Ulimann and Krasner, 1975, Wolfgang, FlglIO and Sellin,
1972) which indicated that youth committing crirainal offenses usually start
around age 16. * |

Race

Especialiy i1 the United States, race has been found to be an important vari-
abtenits relahonshnp to crime and delinquency (MuKherjee, 1971) Black-

TABLE 7

Mean Intellectual Attamnment for alj Subjects as Reported

by Behavioral Olfense
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: , " TABLE 8 r
Maximum ard Mimmum X Subtest' Scores as Reported
by Behavioral Olfense

e

e R i v o 4 L e oo
N ~__<____'__,_ N ——
offense Highest Subtest “core Averdge Lowest Subtest “cpre Averanse
Classification
o 1
prize M K 1
Ficture Information Cooprehension | vocabulary
Arranqerent ‘l
.
itatus 9.7¢ 7.8 7.72 3.07
VR T T T b
Crimes Ajainst
Property .3 6.31 7.17 750 .
Crimes Ajgainst . -
Persons .16 6.5) 17.20 7,20 J

white differences in delinquent activity can be at least partiaily explained

« through achievement differences in academic areas (Hirschi, 1969, Reilly
andBullock, 1979). Ahlstrom and Havnghurst {1971) found that maladaptive
late adolescent adjustments amang blacks was much higher than whites.
Further, blacks and males have been found to be more criminally aggressive
than whites or fe.nales based on their high rates of crime against persons
(Wolfgang, 1969).

Inthe present investigation, blacks in status offenses and Crimes-Against-
Person offenses, were younger than whites (15.3-14.8 and 16.10-16.4) in-
volvedinthe same type offenses. inthe Crimes Against- Property category,
blacks wete a full year oider than whites (17.3 - 16.3). Blacks made up 24
percent (N-43) of the sample population, Whites made up 71 percent (N-
125, of the population while other racial groups compnsed the remaining 4

percent (N-7) of the populatlon -

interms of serious offenses, e.g.. violent, peison offenses, blacks made up
42 percent {N-22) of the offenders compnsing the violent {Crimes-Against-
Person) category as compared to 24 percent {N-43) of the total sample pop-
ulation Conversely, whites comprised 55 percent (N-29) of the violent of-
fehse category, but 71 percent (N-125) of the total sample population. As
might be expected, more whites than blacks were subjects in the present
investigation (Table 1) due to the numerical difference in tne general popu-
laton However, in terms of adjudication for specific violent offenses,
whites were adjudicated less frequently than blacks

.

Sex ®

"The primary referrals for delinquent males include larceny, burglary, and
motor vehicle theft \Presiaent s Commussion on Law Enforcement and Ad
munistration of Justice, 1967). The offenses most common to adjudicated
females are sex violations (Cohen, Granger, Provence, and Soinit, 1975),
incorngibibty, and running away (Tappan. 1949), with femnales admitting to
only 1 percent of serious offenses (Elliott and Voss, 1974).

. Moare Quris are gettinginvolved in violentcrime From 1970to 1975, the arrest
rate of giris under 18 for serious offenses ciimed 40 percent v 24 percent for
boys In 1975, 11 percent of all juveniles arrested for violent crimes veere fe-
male (The Youth Crime Plague. 1977, p 19).
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In the present investigation, 80 percent (N-141 of the sample population
were males Of the 141 males in the sample poputation, only 28 percent (N-
40) were involved in serious behavioral offenses There were more malesin-
volved in crimes-against-property. 31 percent {N-55) and less In status of-
fenses. 21 percent (N-37)

Academic achievement

The worse the child s performance :n school. the more likely heis to bécome
delinquent (Wooten, 1967) . Culbertson and Schrink {1974) believe that
school 1s one of the three most important aspects of the delinquent’s
environm :nt

A popular theory regarding delinquent underachievement in school s re-
lated o the alienation between parents and siblings which can styme learn

ing {McCord. McCord. and Zola, 1959) Whatever reason is ascribed to the
tatlure of the delinquent population to achieve academically. thereis a drs-
proportionate contribution to delinquency from those youth failing 1
school {Radzinowicz and Woligang. 1971) Further the contribution schools
are making to delinquency wiil continue until and unless educational
changes are made in the schools (Clanzio and McCoy. 1976)

Many delinquents are sim« itaneously functioning below their ability leve!
and are consequently behind in achievement (Raymaker, 1974) Of those
individuats adritted to detention centers, 80 percent have been shown to be
from two to five years below grade-level achizvement in at least one of the
areas of (A)reading, (B) spelling, or (C) anthmetic (A Voice in the Wilder-
ness. 1976) Schmideberg, (1961) deciared that a reading retardation of
even three months should be regarded seriously and remediated immed-
ately

In the presentinvestigation, violent offenders were found o have the lowest
mean Reading Achievement score (6 5) while the mean Arithmetic Achieve-
ment score for ail three categoricai offenses was the same (5 1) Thisiscon-
sistent with Raymaker (1974) and others in terms of being underachievers
rather than achievers’in academic pursuits. -

The range in Reading and Arithmetiv achievement for the sample popula-
tion was respectively 1010 15 0and 10t0 13 0 The achievement scores of
this sample population were consistent with A Voice in the Wilderngss
(1976), and Schmideberg (1961)

The mayor research question in this study was very basic Could a elation
ship between violent behavioral offenses and intellect be established” The
results suggest that there 1s not a relationship between inteligence (as
reasured by the Wechsler Scales) and violence However. therers evidence
to support previous researchregarding the ralationships between age, race.
and sex and specific behavioral offenses

Through analysis of behawvioral, demographic, and scholastic variables, be-
havioral patterns can be estabiished The behavioral patterns of those ?do-
|escents who have been processed through the juvenile justice system
should be of interest to school personnel Basically, the data reported is
avanable to school personnel and if looked at analytically, identification

f/ e (;




- TABLE 9 ,
Mean Reading and Arithmetic Scores for All Subjects as Reported
by Behavioral Offense

Mean Reading and Artthmetic Scores

b S,

)
. ALL - ¢ WHITE BLACK
!
‘ Statuld . ¢ yrs. 10 mos, to 7 yre,. % mo%. to 2 yrs. 9 ros. to
! S yrs, 1 ro. 5 yrs. 4 »os. 3 yrs, 2 ros.
Crimas Ajalns®
rroperty 7 yrs. 4 mos. to 7 yrs. 5 mos. to 4 yrs. 10 pos. to
S yre. 1 mo. S yrs. 8 mos. 4§ yrs. 2 mos.
Crimes Against ¢ yrs. % mos. to 7 yra, 11 wos, to 4 yrs. % pos. o
Parson S yra. 1 mo. ¢ yrs. 2 vos, ) yrs. 11 mos.

systems could, perhap . v constructed and implemented to assist schools
in the prevention of learning and,or behavioral probiems which have so
often characterized the youth of our schools. N
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. Chronic Juvenile
- Offenders: A Preliminary \.
|nvestigation

M. Winston Egan and Ronald Lynn Oldroyd *

INTRODUCTION

Inthe pas! two decades there has been anincrease of delinquencyon ana-
tional tevel. The National Institute of Juvenile Justice and Delinquency
Prevention (1976) states that, 'between 1960 and 1974, the increase in de-
nnquency cases more than doubled (146 percent increase) compared to 37
parcentincrease in the number of children age 10through 17" (p 5) In 1974
there were 1,252,700 juvenile delinquency cases in the United States This
represented a9 percentkincrease/over 19723's total of 1,143,700 cases The
population betwesn the ages of 10 and 17 increased only 2 percent of the
total population, from 33,377,000 in 1973 to 3,443,754 in 1974.

With the increase of delinquency there has also been an equal incredse in
the commutting of serious crimes. Referring to the arresttrends in the United
States from 1960 to 1974, Kelley (1975) stated, “For a group of serious of-
fenders, i.e., cnminal homicide, forcible rape, burglary, robbery, aggravated
assault, larceny and auto theft the combined increase between 1960 and
1974 was 143 percent (Table 30, p. 182).

With the increase in crime and espeénally serious crimes, theére have been
several efforts to identify the chronic or habitual offender Wolfgang, Figlio
and Sellin (1972) utihzed a longitudinal birth cohort study in Philadelphiato
gather information on dehnquency. in this study there were atotal of 10.214
youth. 1,613 of the youth were one time ctfenders. The remaining 8,601 of-
fenses were committed by 1,862 of the populaticn In this study a chronic
recidivist was a youth with any type of delinquent record and five or more
referrais to the Court. Of thetotal 10,214, 18 percent (1,839) qualified for the
chronic recidivist category These youth accounted for 5,302 otfenses or52
percent of the total offenses commiitted.

*

Weltgang and his associates (1972) succinctly identified the advantages 1n-
harent in 1den‘ifying the chronic offender when they stated’

It\s clear. after close analysis of the chronic tecidivist, that any social inter-
vention that could stop these delinquent cases betore they go beyond their
fourth delinquency referral would decrease significantly the number of of-
tonsas commutted by a birth cchort (p. 105).

The recommendation of the Wolfgang study, demonstrated the need for
dealing with the chronic offender by identifying him statistically, or by other
suitable methods. More recent longitudinal research conducted by Wolf-
gang (1977) continues to support the premise that intervention for the 83
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chronic juvenile offender s critical particularly at the fourth or fifth offense,
Wolfgang's research findings and recommendations should, however, be
tempered in light of areview of research completed by Monahan {1977). His
review indicated that there are severe problems associated with predicting
violent behaviors injuveriles. An overprediction rate of 54 to 99 percent ex-
1sted in the studies which he reviewed.

Referring to the statistical information from the state of Utah, a pscture sim-
ilar to that of the national level aiso emerged. in the past decade there has
been an increase in referrals to the Juvenile Court from 29,094 1n 1968 to
38,148 in 1978 (Utah State Ju.enile Court, Annual Report, 1978). This in-
creaseIn the number of referrals to the court, compared very favorably with
the national increase.

In abirth cohort study completed by the Administrative Office of Utah Juven-
ile Court (1977), statistical information was reported which showed a need
for a program to deal with the chronic offender. This study included 41,194
youth who were referred to the Juvenile Court between January 1, 1968 and
Decem.ber 31, 1975 and whose 18th birthday was on or before December 31,
1975 Of the total referred in this study, 59 percent (24,380) were one-time
offenders They accounted foronly 42 percent (42,062) of the totai offenses
committed (100,380). The remaining 41 percent were Yecidivists to the
court They wére responsible for committing 58 percent of the offenses.

Using the same definition of a chronic recidivist as Wolfgang, Figho, and
Sellin (1972, five or more delinquent referrals, the birth cohort study identi-
fied 11 percent (4.815) of the population as chronic juvenile offenders.
These juvenites acounted for 24 percent (24,469) of the total offenses. Fig-
ure 1 shows graphically what percentage of the youth committed what per-
centage of the offenses based on the number of referrais to the court.

Statistics for the Utah State Juvenile Court (1977) compared very closely
with those of the birth cohort study (see Figure 2). In 1977, there were 13,241
youth referred to the court for 26,371 offenses. The ratios of referrals to of-
fenses foreach of the various categories (one to nine referrals) are very sim-
ilar to those denved from the birth cohort study. The Utah State Juvenile
Court Annual Report, 1976, states:

the likelihood that a youth will commit a second degree fetony on his first
referralis 4 percent which increases to 11 percent after nine or more refer-
rals Third degree telonies increase in hikelihood trom 5 percent to 9 percent
of offenses committed on the first vs the ninth'or more In companson, a
youth has a 42 percent chance of commutting an infraction of Ciass C mis-
demeanor on his first referral whichas reduced 10 less than haif (17 percent)
after nine or more referrals {p 17)

Healizing a need to deal with the chronic juvenile offender in Utah and more
specifically in the Second District Juvenile Court, there were two attempts
to identify specific youth. In 1966, the court attempted to utilize acontinuum
system, however, without the aid of computer technology. The system was
very time consuming and tedious. In addition the infurmation dernived from
the systern was rapidly out of date.

The hirst published report to identity chronic offenders was completed by
the Utah Juvenile Court Office of Research in 1974. This report was an at-
tempt to determine the 100 most delinquent children, their normative char-
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Porconugas ol youth and c..mos based on the numbe; of relerrals to the court for tha birth cohor!
{Utah State Juvenile,Court Birth Cohort Study. 1977)

actenstics. some measure of their delmquency rate, and the distribution of
offenders among judges.

A delinguency rank was utiized to rate the youth. The delinquency rank was
made up of four measures, 1., number of referrals, average seventy of of-
fenses committea, recidivism rate, and age at qualification Early in this re-
search effort it was found that age was a discriminatory factor Asaresult of
this. two listings were developed. One listing for 15 years and older, and one
for those under 15 years of age. The juveniles were then ranked most delin-
quent to least dehinquent. This process and procedure for identifying the
chronic juvenile offender was also less than adequate The system itself was
inordinately time consuming and was quickly out-of-date

Inthe spning of 1977, the Second District Gourt of Utah Juvemle CourtSys-
tem again attempted to imtiate a Chronic Offender Juvenile Program This
program had four specific purposes:

1. To utiize a Review Board for the purposes of identifying chrunic
juyenile offenders and making intervention recommendations for

. those labeled as such.

2 To fully utihze the potential of computer technology to assist the
Review Board in making determinations and recommendations to

the court. {
3. To place the interests and protection of the community above those
of the identified chronijc juvenile offender. .
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4 To enhance the understanding of the community and agencies
within community toward the action of the juvenile court as it deait
with chronic juvenile offenders.

The revlew board !

4

The Review Board was comprised of six members. The boa:d included a
court repregentative, alocal county shernff, ahigh school prin 2ipal, a social
worker from the local mental health unit, a business man whose business
had been burglarized by juveniles, and a parent from the neighborhoed in
which delinquency was prevalent. The board was established and devel-
opead for the following reasons:

1 1t provided the court with a group of diversified persons who could
evaluate the court and its'effectiveness from an externor p rspectwe
2 ltprovided the court with feedback and new .deas for youth who had
exhausted its rehabilitative efforts.
It provided persons who were critics of the court an op ortunity to
‘become personally involved and thereby possibly change their crit-
ical perceptions.
It allowed members of the community to play an integral part in
90
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identifying chromic juvenile offenders and making recommenda-
tions for their judicial disposition

identitying the chronic Juvenlle offender

tmitial identification of the prospective chronic juvenile offenders was made
possibie through the utithzation of an on-line computer processing and In-
tormation system This information gathering system, called PROFILE
(Processing Records On-Line For Instant Listing and Evaluation) ehmi-
nated virtualiy all of the problems inherent in past attempts to develop and
summanize data regarding chronic juvenile offenders Information relative
to type of offense committed, and demographic characteristics of the youth
and family, were collected during an intake interview. This information was
subsequentiy stored in the court's computer system for future retrieval and
analysis The PROFILE system utiizing intake data and other information
created key documents such d4s intake receipt forms, petitions, summons,
and judicial dockets.

in rendering a decision as to whether to label a juvenile as chronic. the Re-
view Board had both objective and subjective information The objective
data included the following information. the youth's record, the average
iength of ime between referrais, length of time since last referral, average
severity of referrais, and the length ot time the youth has beenknowntothe
court Thesubjective data:ncluded information collected during variousin-
take interviews, results of prior probajionary efforts, an evaluationas towhy
the current problems tend to persist, sSChool information, and results of psy-
chosocial assessments After these types of informationywere reviéwed, the
Review Board often chose to seek further information from the Court
worker (probation counselor) to clanfy any information which was unclear
orincomplete After reviewing.each case in detail, the Board was thengiven
the responsibility of (1) deciding whether the chtonic juvenile offenderlabel
woutd be applied or not, and {2) developing recommendations fcr the juven-
ie if the label of chronic juvenile offender had been applied

Youth selectad for analysis by the'Review Board were generated by the
PROFILE system In order to be selected, the youthn this study had to fall
within the guidelines established by the Utah State Juvenile Court Adminis-
trative Office and the Second District Juvenile Court These guidelines were
as follows (1) The youth had to receive a referral to the Court during the
months of April through June 1977 (2) He had fo fall in’the M-8 category.
1 e . he had to have at least 75 seventy points (one to nine scale felony of-
fense. six to mine pcints, rmisdemeanor offense, three to four points, infrac-
tion olfense, two points, and status offense, one point) and at least ninerefer-
rals to the court. (3) He had to reside in Salt Lake County. and (4) Thecourt
had to have continuirg jurisdiction over the yc'ith

Eleven youth were selected as candidates to be reviewed by the Board All
youth referred to the program were males At the time they were selected
nine of them were 16 years of age and two were 15 years of age Within two
months of the selection process, however, four youths turned 17 Years of
age and one 16 years of age The racial background of the youth was as fol-
lows seven Caucasians. two Chicanos, one black and one mulatto (see
Tabie 1), .
*
.y
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. ] TABLE 1
. Demographic Information on the Eleven Youth
' . Sumber of Parents Combination . Religion Family
Youth cJoO Age Sex Race . Living With of Parents Participation income
1 Yes “ 16 M Caucasian Two Natural LDS $20,00Q
None ’
2 Yes 16 M Caucasian Two Natural LDS 20,000
. i None
3 Yes 16 M Caucasian . Two Natural LDS 10,000
None
4 *Yes 16 M Mexican/American Two Natural/Step None 5,000
5 Yes 16 M Mexican/American Two Natural Catholic . 12,000
None
6 Yes 16 M Caucasian Two Natural LDS 12,000
None
7 Yes 16 M Caucasian Two Natural LDS 20,000
None N
8 No 16 M Black Brother Brother Catholic ?
[~ 9 , No 16 M Caucasian Two Nlatural/Step LDS 15,000
. ¢ . 50%
10 No 6, M Caucasian Two ~*Natural LDS 12,000
S None
1" No 16 M Mulatto One Natural S~ 7 7,000
~_F
-4 |
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Nine of the youth were living in two-parent families. seven were hiving with
their natural parents, and two with one natural parent and one step-parent
One boy wi living with yust s mother and the eleventh was living with hus
brother ‘at tHe time of tus screening. .
’ * »

The annuai family incomes of the boys ranged from $20.000 to $5.000 The
average income was $13 000 3even of the boys were from Latter-day Samnt
tamihies two were from Cathohc familes. one from a family with no rehgious
preference. and one from a family whose rehigion was unknown

-

indeliberating. regdenng decisions. and making recommendations the Re
view Board worked very well together Those members of the board who
were Criics of the juveniie court system prior to their involvement with the
board gradually became less cntical and much more understanding and
supportive of the juvenite court process

The board unanymously labeled seven of the LJeven youth as chronic juven-
y e offenders The actions of the Review Board coincided with the nine pro
pation counselors recommendations In looking for differences between
those labeied and those unlabeled as chronic juvenile offenders 1t1s diffi-
cult to'find any discnminating factors The demographic information gath-

ered shows little-difference between the two groups (seW

Other descriptive information gathered on the youth al b reveal few differ
ences Tabte 2shows the record of each youthin terms ff offenses seventy
pownt totais. referral frequency. age at first referral. age gt review, and school
information The averages for each of the categories vary only shghtly On
face value the objective data do not appear to differentiat the labeled group
from the nonlabeled group \

Following the actual review process. ail youth were followed\g see whethe”
they woutd be referred again or whether they would commuwh::\‘ée se-

rous problems in the group labeled as chronic offenders. five of gg:ﬂ:‘"fﬂ;\

received referrals back to the court The sixth youth was referred to the
Youth Development Center {YDC) of the state for review and the seventh
youth was not referred back to the court in the eight months following hs
imitial review Of the five youths referred back, two were committed to the
YDC two wete sent to the YDC for évaluation, and one was referred 1o a

proctor advocate program - . (

Of those youth who were not labeled as chronic juvenile otfenders only opp//\“

at follow-up (approximately eight months later) had beenreferred” He—=
court He was subsequently removed from hia aatural parents and horpe,
and ptaced 1n a proctor advocate program The rematning threeyouthswere

referral free at follow-up |

Another fpilow-np was conducted 19 months later tocheck on the legal sta-
tus of each youth Of the seven identified as chronic juvenile offenders with
an average age of 18 years. 6 months, only one is currently on adult proda-
tion Of those youth who were not labeled as chronic juvenile offenders.
none of them s currently involved 1n any juvenile or adult incarceration of
probation |
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TABLE 2 ~ *
Summary of the Total Court Records and the School Status of the Yout{v
Labeled CJO Not Labeled CJO
) Categories 1 2 3 4 5 6 7 AVG 8 9 10 11 AVG
Number of Felonies 14 13 10 16 17 14 4 12.6 11 17 13 9 12.5
Number of Misdemeanors 8 16 11 16 23 11 15 143 19 18 8 18 15.5
Number of Infractions 0 3 0 0 2 0 2 1 1 0 0 6 1.6
" Number of Status
Offenses 0 7 4 4 3 4 3 3.6 1 7 5 3 5
Severity Point Total 132 168 120 166 216 131 97 147.14 163 193 132 141 154.8
Severity Point Average 6 4.3 4.8 4.6 4.8 45 4 4.7 4.7 4.5 4.5 5 4.5
Referral Frequency per ’
month .8 2.4 4.6 2.2 2.1 4 3.9 3.9 2.6 ? 1.7 2 2.1
Age at First Referral 16 12 10 12 11 9 13 12 12 10 13 12 12
Age at Review 16 16 16 16 16 16 16 16 16 16 15 15 15.5
Registered in School No Yes Yes Yes Yes No Yes No No Yes No

Percent Attendance - 0 40 90 99 - 80 _ — 60 —
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. SUMMARY

Utihzing the computer technology of the PROFILE system developed by
Utah State Juvenile Court System, it was possible to efficiently and eftec-
tively 1dentify youth as chronic juvenile offenders. A Review Board com-
posed of diversified community representatives was effectively utilized (1)
toidentify chronic juvenile offenders, (2) to make recommendations regard-
ing programs and rehabilitation, (3) to evaluate the efficacy of certain jud-
cial dispositions, {4)'to enhance and even change the perceptions of per-
sons who were cnitical of the decisions and dispositions of the juvenile court
system, and (5) to balance the rigits of individuals with the rights of com-
munities. The ., formation which appeared to have the greatest impact on
the Review Board was that information which was provided by the probation
counselors. Of the seven chronic juvenile offenders who were identified
nineteen months earlier, only one of the seven is currently involved in an
adult probation program. Because of the nature of this study and the
number of subjects involved in this preliminary investigation. conclusions
cited should be interpreted with appropriate caution
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Self-Concept of
AggresMyge Youth:
Research Implications

Ronald E. Fritsch and David Lutkemeier

INTRODUCTION

The functioning of self-concept s central to a discussion of aggressive ado-
lescents. Self-concept has long been considered an important interper-
sonal adjustment factor (Combs, 1976, Roger, 1959, Lecky, 1945, and Mead,
1934). As such, a great deal of research has attempted to assess the self
concept status of various groups, 8.g., academic underachievers, the physi-
cally handicapped, racial and cultural groups, and social-economic groups
These studies frequently report generally poorer self concepf‘\among
groups thathave difficulty meet:ng social and, or academic demand‘s‘%Stud-
ies of self-concept, however, often show considerable inner group vana-
bility (Broida, lzard, and Cruickshank, 1950, Cox, Moore, and Hauck, 1974,
Campbell, Hayden, and Davenport, 1977, Lutkemeier, 1979). A possible
factor contributing to this varniability is the broadness of the labels, .g., un-
derachiever, handicapped and racial minority, used to classify these
individuals.

A lack of specific population parameters coupled with vague or complex
experimental vanables further confuses empirical outcomes. This confu-
sion becomes quickly apparent to those who review the literature on delin-
quent-aggressive youth self concept. Theterm aggressive” may bedefined
differently in various studies. As a result the criteria for group selection is
varied. Comparisons of group findings from past studies are difficult to for-
mulate and support.

Since most self-concept studies on deling:ients, globally defined as ag-
gressive, reveal various response patterns, perhaps research efforts needto
concentrate upon further subdivisions of delinquent aggression. Once de-
linquent aggressionis operationalized, research efforts can focus upontwo
questions. First, will delinquents categorized by differing aggressive ie-
sponses vary on self concept variables? Second, will delinquents emitting
the same type of aggression a different number of times differ on self-con-
cept variables?

It we attempt to view delinquent aggressionin pure form we can subdivide it
into four categories. Category One consists of physical aggression and can
be defined as an overt act which results in harm to another. Physically ag-
gressive delinquents commit such overt acts as, murder, rape or assault.
Category Two may be referred to as either instrumental or nondirected ag-
gression. Operationally defined instrumental aggression consists of ar at.
tack oninanimate objects, e.g., kicking ahole inthe wail. Instrument...,

33
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gressive delinquents commit such arrest acts as arson or vandalism

Category Three consists of verbal aggression and may be defined as nega- -

tive verbal responses directed towards a person, place or thing Cursing,
swearing and yelling at someone are concrete examples of verbal aggres-
sion. Verbally aggressive delinquents would commit such overt acts as dis-
orderly conddct and ungovernable behavior. Category Four may be re-
ferred to as fantasy aggression and may be defined as an excessive form of
withdrawal Isolation of self for long periods of time can be an act of fantasy
aggression. Delinquents indulging in fantasy aggression commit such overt
acts as alcohoi and drug offenses. A passive-aggressive category could be
added but finds such an aggressive act dispersed throughout the other ag-
gression categories.

Comparisons of delinquents categorized aggressive by the above men-

_tioned aggression categories might provide some valuable self concept

information. A set of questions for future investigation might focus on com-
parison of more specific subgroups of aggressive delinquents, e g, mur-
derers versus arsonists.

Another set of comparisons can be generated on delinquent recidivists For
example. will delinquents emitting the same type of aggression, a different
numper of times (delinquents committing rape once and delinquents com-
mitting rape twice), differ on self concept variables.

Another difficuity with the research of self-concept of aggressive youth ic
the varity of self-concept measures used. Comparisons are blurred when
different measures are employed.

In an attempt to overcome the measurement issue, Hammer and Fitts (1964)
collected and reported the results of seven independent studies done with
delinquent youths using the same self-concept rating instrument The in-
strument used in these seven studies vas the Tennessee Self-Concept
Scale (TSCS) (Fitts, 1965). Hammer and Fitts reported highly consistent
findings for these studies. Tolal self-concept was typically oneto 1 Sstand-
ard deviations below instrument norins, Sub-scale profileswere remarkably
similar from study to study. K

The benefit of using the same self-concept measure across studies clearly
results 1n more meaningful comparisons between studies A self-concept

scale such as the TSCS seems to be a good choice for investigation of self-

concept function of adolcscents as it is a reliable, easily understood, and
quickly administered instrument In addition, the TSCS can be obtained in
either a research or counseling form, has established norms, and was de-
signed for adolescent or older subjects. In order to make valid aggression
study comparisons, a staktle and specific delineation of aggression is
needed, as is a consistently used self-concept measure. Hopefully the use
of the suggested aggression subdivision and a self-concept measure such
as the TSCS will result in more meaningful datain this important area of ad-
olescent inquiry

SUMMARY

The purpose of this paper has been to discuss two issues of research design
that have limited the comparison value of aggressive youth self concept

lU[)
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studies. and to present means of dealing with these issues. The two areas
identified were. (1) non-specific definition of aggressive youth groups re-
sulting in discrepancies in samples from study to study, and (2) lack of con-
sistency in selection of a self-concept instrument from study to study, again
making comparisons difficult.

These two factors have contributed to the contrary findings in this area of
research and therefore need to be considered in future work. The present
paper advocates the selection of a stable self-concept measure and the ad-
aptation of more precise population descriptors. To this end, a classifica-
tion scheme to specifically define youth aggression is proposed. .

REFERENCES

Brodia, D, lzard, C., and Cruickshank, V%'Thematic Apperception Reac-
tions of Crippled Children.” Jourhal of Clinical Psychology, 1950, 6, pp.
243, 248.

Campbell, M , Hayden, P., and Davenport, S. “Psychologicat Adjustment of
Adolescents with Myelodysplasia.” Journal of Youth and Adolescence,
1977, 6, (4), pp. 397-407. ’

Combs, A W Perceptual Psychology. A Humanistic Approach to the Study
of Persons. New York: Harper and Row, 1976,

Cox, R. Moore, J., and Hauck, W. "Stability of Selt- Concept, Significant
Others and Socio-Economic Level.” Unpublished study available from
ERIC, Ed. pp. 127-404, 1974,

Fitts. W Tennessee Self-Concept Scale. (Man.al) Nashville, Tennessee.
Counselor Recording and Tests, 1965.

Hamner, W T., and Fitts, W. The Self-Concept of Delinquents. Nashville,
Tennessee: Mental Health Center Research Bulletin, 1969.

Lecky, P. Self-Consistency. A Theory of Personality. New York. Island
Press, 1945,

Lutkemeier, D. M “Selt-Concept change among Adclescents with Myelo-
meningocele in response to a summer camp ¢ .perience.” Unpub-
lished doctoral dissertation, University of Cincinnati, 1979.

Mead, J. H. Mind, Self, and Society. Chicago. University of Chicago Press,
1934,

Rogers, C Counseling and Psychotherapy. Theory and Practice. New York.
Harper and Row., 1959,

Ronald E Fritsch, Visiting Instructor. Anzona State University, Tempe, Arizona.
David Lutkem nier, Visiting Instructor, Anizona State University, Tempe, Arizona.

1o,




LRIC

Trends in Definitions
for Emotionally
Handicapped and/or
Learning Disabled
Adolescents

DonWells, Laura Stoller, Rex Schmid, and Bob Algozzine

ABSTRACT

The National Secondary School Survey (NSSS), was designed to determine
the state-of-the-art of secondary public-school programs for emotionally
handicapped and learning disabled adolescents. One objective of the projuct
was.to analyze current defimtions used for the two populations, the resuits of
which are reported in this article. Each state’s delinition was broken down into
individual components and compared with previous research in the area Addi-
tronally, each definition 1s compared with those suggested in PL 94-142, and
definitional trends are reported.

INTRODUCTION

Given the mandates established by educationl legislation and litigation a
free and appropriate public Education is guaranteed to all handicapped
children (inciuding the adolescent). Despite such legislation, it is thought
that few secondary school programs offer service to the emotionally handi-
capped (EH) learning disabled (LD) adolescent. Bullock and Brown (1972),
for example, in surveying 136 public and private educational programs in16
Florida counties reported 60 percent were serving EH/LD children but of
these only 15 percent served adolescents. Scranton and Downs (1975) and
Goodman and Mann (1975) also found alarge proportion of national educa-
tional services concentrated at the elementary level.

The National Secondary School Survey (NSSS) was designed to determine
the 'state-of-the-art” of secondary public school programs for EH and LD
adolescents. The primary objectives of the project were to collect and dis-
seminate data examining. (A) variation in definitions of EH/LD adolescents:
(B) program variations in the education of EH/LD adolescents. and (C) pre-
dicted problems in the education of EH/LD adolescents.

< METHODOLOGY

in the first phase of the NSSS project a personal telephone call was placed
to each state department director describing the project, asking for cooper-
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ation, and advising that a letter would follow requesting. (A) a listing of
school district directors of special education (or comparable position), and
(B) a copy of each state's definition of EH and LD. The district directors of
special education were contacted by ietter in the second phase of the proj-
ect and asked to provide the name of a contact petson in each secondary
public school having a program for EH and/or LD adolescents.

Every school district director or school district identified was contacted
rather than drawing-a sample. There were two reasons for this. (A) only the
district directorisina position to have current first-hand knowledge Qf spe-
cific igh school programs, and (B} the estimated incidence of high school
programs is low (9-15 percent) and a samphirg procedure at this step would
reduce the chances of obtaining an acceptable percentage of survey re-
turns. A return rate of 40 percent was set and attained for Phase Il of the
project. :

The NSSS projectis currently in Phase lll. Inthis phase each contact person
has been asked to complete the NSSS survey instrument. A return rate of 40
percent has been set for this phase and the estimated totai number of re-
turns is 2,000.

In order to strengthen the validity of the survey procedures, thirty high
school programs returning the survey instrument will be selected for site
visitation in 1980. This is a procedure similar to that used by Morse, Cutler,
and Fink (1964) to examine selected programs in depth and compare statf
members perceptions with those reported in the survey instrument.

The findings reported in this paper relate primarily to varniations in defini-
tions of EH/LD adolescents. Information and data related to other NSSS ob-
tectives will be reported in subsequent papers anc monographs and may be
obtained by writing to the authors.

RESULTS

Definitions were obtained ror learning disabilities (see Table 1) and emo-

\ tional disturbance (see Table 2) from all 50 states. The District of Columbia

\ was arbitrarily excluded from the data collection. Although requests for de-

finitions specificaliy asked for those used with adolescents in secondary

school programs, there were no definitions that differentiated between ado-

lescence and childhood. One state, Massachusetts, used-noncategorical
definitions and was excluded from the analysis.

earning disabllities

Two analyses of the learning disability definitions were completed. (A) the
total number of definition components included (based on the 24 possible
components identified by Mercer, Forgnone, and Wolking, 1976) and the
number of those that matched the components in the PL 94-142 definition
(component total  15), and (B) based on the report of Mercer ot al.; the
number of component changes to or from those of PL 94-142. The number
of states including each definition component are indicated in Table 3.

The greatest number of changes occurred for the components of intelli- ‘
96 gence (15 states deleted anin;elhgence specification), language process
3
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{(fivestates added a specification), academics (seven states added a reading
specification, eight added writing, seven added spelling, eight added math),
and primary exclusion specifications (14 states added visual, 14 added audi-
tory, 14 added motor, 18 added retardation, nine added emotional handi-
caps, 17 added environmental disabilities). Ingeneral, thedata indicated an
increase In the match between the components of state definitions and
those of PL 94-142.

Emotlonal disturbance

Two analyses of the emotional disturbance definitions were also con-
ducted. (A) the total number of dehinition components included (based on
the 11 possible components identified by Epstein, Cullinan, and Sabatino,
1977) and the number of those that matched the components in the PL 94-
142 definition (component total = 7), and (B) based on the report of
Epstein, et al., the number of component changes to or from those of PL
94-142. The number of states including each ED defimtion component are
indicated in Table 4.

The greatest number of changes occurred for the componrents of learning
and achievement problems (11 states added the component). chronicity (15
states added the component), severity (13 states added the component),
and need tor special education {11 states deleted the component) In gen-
eral, the dataindicated an increase in the match between the components of
state definitions and those of PL 94-142.

State definitions and state guideline components

The components of state Jepartment guidelines for placement ofalearning
disabled student were compared with tne state definition components for 35
states (see Table 5. The average number of agreements between the guide-
lines and definition components was nine (Range = 0- 17) and the average
number of disagreements (i.e., a component was listed in one but rot the
other) was seven (Range -~ 0-16). Eight states required the localeducation
agency to submit a plan for approval rather than specify state guidelines

A similar comparison was used for emotional disturbance (N — 28 states)
The average number of agreements between the guidelines and definition
components was 2.5 (Range — 0-6) and the average number of disagree-
ments was four (Range = 0-8) Nine states required the local education
agency to submit a plan for approval rather than specify state guidelines

DISCUSSION

In reviewing the data presented in the results sectionthe reader is cautioned
to consider the subjectivity inherent in the analysis. Zven though a muitiple
reviewer, interscorer agreement procedure similar to that of Epstein, Culli-
nan, and Sabatino (1976) was used, other reviewers may disagree withsome -
of the data assignments.

In spite of the caution above, several things seem evicent from the data
First, the importance of developing standard definitions cannot be underes-
timated. Even though many factors niake consensually acceptable defini- 97
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ADLE
Comparison of Mercer, ef al., and NSSS Findings for State
LD [ ofinition Components

**Frequency

Component Mercer, et al. NSSS Change

INTELLIGENCE .
Average and above 11 -8
Above mental retardation 8 -7

*Not stated 22 +15

PROCESS

*Process disorder 35 +1
*Language disorder 34 +5
ACADEMIC
*Reading 30 +7
‘Writing 30 +8
*Spelling ‘ 30 +7
*Arithmetic 30 +8
EXCLUSION—Primary
*Visual impairment 25
*Auditory impairment 25
*Motor impairment 23
*‘Mental retardation 20
—— ~tmotional disturbance 24
*Environmental disadvantaged 22

EXCLUSION—Primary & Secondary
Visual impairment
Auditory impairment
Motor impairment
Mental retardation
Emotional disturbance
Environmental disadvantaged

NEUROLOGICAL IMPAIRMENT
Included
Not included

*Possible
Not stated

AFFECTIVE
Includes emotionally disturbed
Includes socially maladjusted

MISCELLANEOUS
Attention deficits
Motor deficits

*Thinking deficits
Discrepancy component
Special education required
Intraindividual differences
Prevalence
Chronological age

- W
- OGNS

* Components present in the PL 94-142 definition,
** Because Massachusetts changed its definition to “non-categorical” it 101
was eliminated for purposes of comparison as were the states not included
[KC in the original Mercer, et al. tables..
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TABLE 4
Comparison of Epstein, et al., and NSSS Findings for State
EH Definition Components

**Frequency
Y component Epstein NSSS Change
*Disorders of emotion/behavior 48 48 0
‘Interpersonal problems 34 34 0 )
*L.earning/achievement problems 26 37 +11
*Deviation from norm . 24 29 +5
*Chronicity 18 33 +15
*Severity 20 33 +13
Etiology 8 5. -3
) Prognosis . 4 2 -2
*Exclusions 16 24 +8
Special education needed 30 19 -11
* Certification 17 12 -5

* Components present in the PL 94-142 definition.
** Because NSSS did not collect data from Washington, D.C., the Epstein,
et al., N was corrected to 48 by eliminating this data.

tions ditficuit—-competing theoretical models, vanation in professional
training, range of situations, and assessment difficulties--they influence
prevalence estimates, types and characteristics of services, and pupil eligi-
bility. The purpose of this report was to update information on state defini-
tions for learning disabilities and emotional disturbance, to ascertaintheex-
istence of trends toward standardization of definitions, and to determine
indications of congruence between the definitions and state placement
guidelines.

The reports of two different groups of investigators were used to establish
baselines from which to determine change, 1.e., Epstein, Cullinan, and Saba-
lino (1976) for eraptional disturbance, and Mercer, Forgnone, and Wolking
(1976) for- learsu g dasabalmes The analysis format used by these investiga-
tors was ﬁ)& the analysis of the data collected in the NSSS project.

. The curr’ent data are presented in Tables 1 through 5 and changes from the, |
two earher investigators are compared. There does appear to be a trend for ‘

* statesto movetoward standardizing their definitions of learning disabilities ‘

and emotional disturbance arounqi the definitional components listed in PL |

94-142. It remains to be seen if complete standardization will occur. |

! The comparison of state’definitions and state placement criteria, however,
indicated less congruence than one might expect. For exampie, in some
states the definition of fearning disability does not mention an intelligence ‘
critena, yet the placement guidelines specifically state acriterialevel. it may |
be thatin practice stated definitions are standardizing around PL 94-142 but

102 the more important critenia for determining who actuaily receives service,
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, TABLE 5
Agreement Between Delini{f)on and State Guideline Components for Placement
- Not specified or
Number of Agreements Number of Differences Left to the LEA

State LD ED LD ED LD ED
Alaska 11 4 3’ 3
Arkansa~ 7 6 12 2 .
Conner*'cut X X
Delaware 10 5 ’ X
Florida 17 4
Hawaii 13 6 3 4
Idaho . 5 1 11 3.
Hlinois 12 6 X
Indiana i 1 6 X
lowa 11 3 8 3
Kentucky 10 1 7 4
Louisiana 12 6 3 2
Maine 4 . 12 : .
Maryland - X X
Michigan e 11 / 1 4 T8

/ Mississippi LN 1 16 5 .

Missouri 6 ) 2 12 L 5
Montana . X X
Nebraska . . 9 * 7 :
Nevada 3 0 10 4
New Hampshire : 0 . ' 8
New Jersey X X




S n
TABLE 5 (Continued)
New Mexico 10 * 7 *
New York 10 ‘ 5 :
Ohio X X
Oklahoma 9 * 7 *
Oregon 15 5 4 -3
Rhode Island 9 . 7 *
South Carolina 6 1 10 4
South Dakota 17 * 1 *
Tennessee 8 2 8 5
Virginia » X X
Washington 12 0 4 5
Wast Virginia 9 ' 7 ot
Wisconsin 6 6 9 2
Wyoming ’ X X
Total = 246 Total = 46 Total = 194 dotal = 74 Total = 8 Total =9
Range = 0-17 Range = 0-6 Range = 0-16 Range = 0-8
n=27 n=18 : =27 n=18
x =9.1 x=25 =71 x =40
* Data not available.
N=35LD
28 ED 1 i N
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1.e., state guidelines, still vary significantly. A complete comparison of state
guidetines and definitions 1s now being conducted by the NSSS project
staff,
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The Least Restrictive
Environment for
Adolescents with

Severe Behaviors:
Putting the Pieces
Together

Eleanor Guetzloe

INTRODUCTION

Adolescents with severe behavior disorders have traditionally presented a
major problem to educators of exceptional children. For many years the
emphasis in exceptional student education has been placed on programs
for the elementary school level, while the area of secondary education has
been comparatively neglected. Because the secondary school has gener-
ally tolerated very little deviant behavior, the problem adolescent has usu-
ally been simply excluded.

As a result of recent federal mandates, there is considerable professional
interestinthe problem of the behaviorally disordered adolescent. Exclusion
is no longer even debatable. The law requires that a continuum of educa-
tional piacements will be made available, that the student will be educated in
the least restrictive environment, and that the handicapped child will partic-
ipate with nonhandicapped children to the maximum extent possible in
extracurricular and nonacademic activities, The impiementation of these
reguiations places a great deal of the responsibility for the education of
handicapped children upon regular educators, few of whom feel competent
to assume the burden. An additional problem 1s presented by the fact that
the student with a severe behavior disorder, gspecnally at the secondary
schooi level, is considered by many educators to be the most difficult of all
handicapped children to integrate with normal peers.

-

in establishing educational programs for adolescents with behavior dis-
orders, the usual direction within exceptional student education has been
toward the formation of special schools and self-contained c!asses which
have afforded very little, if any, interaction with normal peers. The issue con-
fronting educators of behaviorally disordered youthis not to debate the ad-
vantayas or disadvantages of segregated placement but rather to establish
an appropriate program which meets the requirements of the federal man-
date. There must be available to the students with behavioral disorders a full
continuum of alternative educational placements, ranging from regular

106 classrooms to hospitals and residentlal institutions.
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It should be noted that providing the least restrictive environment does not
necessarily require integration with normat peers. Mainstreamingisnotthe
mandate. Placement, according to the law, must be made on an individual
basis. Selection of the least restrictive environment for any handicapped
child must be based upon the individualized education program and may
tead to placement in a setting on any point on the continuum, Inclusion in
the regular classroom 1s not appropriate for all students with behavior dis-
orders. There are students who cannot benefit from such placement and for
these segregated classrooms must be provided. The rules and regulations
state that1f achild isso disruptiveina regular classroomthatthe education
of other students 1s significantly impaired such placement is inappropriate
(Federal Register, 1977). Further, the mere establishment of a class for be-
haviorally disordered students on the grounds, or within the building, of a
regular secondary school constitutes neither mainstreaming nor the least
restrictive environment. Those persons who make decisions concerningthe
placement of students with behavioral disorders must exercise a great deal
of caution 1n determining the least restrictive environment, In some instan-
ces, the federal law may be used as an excuse for providing a lesser pro-
gram. It may be merely expedient both logistically and financially to place
all handicapped children of appropriate chronological age in the regutar
secondary school. The failure of the educational mainstream to deal effec-
tively with the delinquent or disturbed adolescent has been reflected in na-
tional statistics on school dropouts (Kauffman and Nelson, 1976) Theregu-
tar secondary school has been traditionally oriented toward content rather
than academic skills or processes and there has been very little support.en-
vironmental control, or individualization for the deviant younge’er Public
Law PL 94-142 requires that consideration be given, in the selestion of the
least restrictive environment, to any potentially harmful effect on thé stu-
dent. Placement closer to the mainstream may not be made if such place-
ment would be detnmental to the child's educational program Itis, there-
fore, reasonable to assume that the specialized support services needed by
the student with behavioral disorders such as counseling, group therapy,
academic remediation, and vocational education will be made available
within the context of the regular school.

On the subject of matnstreaming, Mercer (1974) has suggested that the why
1s to be understood in the perspective of history, the who is in large part a
decision of the courts, but the how ts the current challenge of public educa-
tion It1s this author's contention that educators of exceptional children al-
ready know how. The problemin providing theleast restrictive environment
1s where and, of even greater significance, with whom. The success of any
educational program depends upon the knowledge, skills, and ersonality
ofthe aduitin charge. It15 still what's up front that counts The réfsponsibility
for the successful implementation of programs in the mainstream rests
uponthose who aiready have the necessary qualifications Exceptional stu-
dent education must assume this responsibility.

A review of the current literature reveals a relative paucity of information
concerring secondary education for children with severe behavioral dis-
orders. Further, most of the programs reported have operated in a segre-
gated setting. There are, however, certain components or elements which
are common to many of the projects cited as effective. With some degree of
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modification, these components can be impiemented in the regular second-
ary school.

BEHAVIOR MANAGREMENT SYSTEMS IN "I'HE SECONDARY SCHOOL

Perhaps the single most critical factor contributing to the success of the
program for students with behavior disorders in the regular secondary
school 1s the planning and implementation of an appropriate system of be-
havior management. The etficacy of the behavioral approach in the educa-
tion and training of students with severe behavioral disorders has been ade-
quately demonstrated in self-contained classes, special schoois, and insti-
tutions for many years (Cullinan, 1978, O'Leary and O'Leary, 1977, Shea,
1978, Swanson and Reinert, 1979). The programs cited, however, havegen-
erally operated in settings in which there could be a great deal of control
exercised over the learning environment. |n a less restrictive placement, it
may be very difficult to devise a system which will provide for a consistent

approach to dealing with the student's behavior in any setting within the
scwiool.

Several relatively simple behavioral techniques seem particularly suitabie
foruseinaregular secondary school. Theseinclude. (A) atoken economy,
(B) behavioral contracting, and (C) reinforced modeling.

The token economy

Thetoken reinforcement system is among the most commonly used behav-
10or management systems in programs for the severely disturbed or delin-
quent youth and its effectiveness has been demonstrated in a variety of ed-
ucational settings (Cullinan, 1978, Hobbs and Holt, 1976, O'Leary and
Drabman, 1971, Phillips, Phillips, Fixsen, and Wolf, 1971).

Inutihzing atokenreinforcement system in aregular secondary school, itis
essential that the procedures used be kept as simple as possible and that the
total faculty be aware of, and receive training in, the techniques involved.
The implementation of such a system requires the participation, coopera-
tion, and commitment of all personnel'involved, including, as suggested by
Graubard (1976), even the students themselves.

An exampie of such commitment by a total school community has been re-
ported by Davis (1979) and Jury and Jury (1979). An entire middie schoolin
Gilman, Vermont, has adopted atoken economy. The tokens, called thalers,
resemble Monopely money and are worth one penny each, backed by ap-
propniations from the school board, community donations and money
raised by the students themselves. The system was developed by a former
principal, Barry Grove, Superintendent of the Jacksonville, Vermont School
District, in an effort to teach economics, capitaiism, and private enterprise
while combating student apathy, vandalism, and discipline problems, The
result is an intricate social, legal, and economic system, including a Bill of
Rights and Code of Laws adopted by the student body. Students hoid jobs,
pay taxes, and enforce their own rules. Both aduits and students involved
attest to the success of the system (Jury and Jury, 1979).
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Behavloral contracting

Behavioral contracting has been-cited as a successful intervention in.com-
munity, public schuol, home-based and institutional programs for behav-
1orally disordered adolescents (Culiinan, 1978, Jesness and DeRisi, 1973
Stuart, 1971, Stuart and Lott, 1972). Rules and guidelines for the implemen-
tation of behavioral contracting have been outlined by a number of authors
(Homme, Csany), Gonzales, and Rechs, 1969, Shea, 1978) and examples of
behavioral contracts suitable for use with adolescents have been described
by Cullinan (1978), Shea (1978), and Rutherford and Edgar (1979) Using
behavioral contracts with disturbed adolescents req 'res no procedural
changes, but parent participation inthe agreement might enhance the pos-
sibilities of success. Initial contracts could therefore be written during the
meeting held for the purpose of developing the individualized education
program, since all interested parties, including the student, shouid be
present.

Relnforced modeling

Reinforced modehing (Alexander and Parsons, 1973, Bandura, 1973), has
been successiully employed as an intervention technique with a number of
patterns of maladjustment such as rejection of authority, inability to resist
peer pressure, unwillingness to accept blame, failure to complete tasks, in-
abiiity to express assertion without anger, inability to ask for assistance. and
inability to accept criticism (Cullinan, 1978). The four separate components
of the reinforced modeling technique are as follows

1. The speciic behavioral skills required for successful performance are
determined and stated exphcitly by the trainer,

2 The skills are demonstrated by live models, film, or videotape and a ra-
tionale for each 1s explained;

3. The student participates in guided practice under safe conditions with
reinforcement of successive approximations; and

4 The skills are practiced, corrected, and repracticed, with approval or
other reinforcement for correct performance, in more realistic situations

it 1s possible to utilize this technique in a regular secondary school by first
demonstrating and then arranging practice sessions in the special educa-
tion setting. The skills could then be practiced and reinforced by other
school personnel in both regular classrooms and other settings throughout
the school. : N

Communlcation as Interventlon

In addition to the implementation of a token economy and other classroom
management systems it is necessary to plan with the entire staff for a
method of communicating with the disturbed student. This plan should en-
sure that the response to any problem behavior will be essentially the same
from any adult with whom the student comes into contact outside the class-
room. It i1s important that traditional secondary school punishment be

- avoidgdif at all possible.
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‘Secondary school personnel involved with mainstreaming emotionally dis-
turbed students have questioned, "What do we do when they act up in the
hall?” "What should we do if the child 1s involved in a disturbance and re-
fusestogotothedean?’ A deanhasasked, ‘Isn'tthere something elseto do
besides sending him to me?” A simpletechnique, easily mastered by the en-
tire school faculty has proved effective 1n such situations. If the student s
involved in a dispute away from the special education classroom, he is
simply asked toreturn to the special teacher. “Are you Mr. Hall's student?”
Please go to Mr. Hall's room now.” Normally, the student will consider his
classroom a haven and will reiurnreadily to his special teacher. If, upon en-
tering the room, he responds appropriately to directions, and returns to
task, no further action is necessary. If he continues to be disruptive and/or
refuses to follow directions, the optiuns of time out or seclusion in the
dean’s office must be availabie to the special class teacher. If the student is,
told to return from a general education classroom, his assignment should
be sent with him, Problems arising in the halls or on the grounds should be
simply and quickly settled as described in order to provide tho least possible
isruption of the student’s schedule.

Although, as suggested by Cullinan (1978}, behavior modification proce-
dures alone can bring about changes in deviant behavior, intervention pro-
grams may often use behavioral techniques in combination with other ap-
proaches. Another strategy, with which behavioral procedures can be made
compatible, is that of therapeutic group discussion.

Group-oriented Interventions

in the traditional secondary school, very littie opportunity is provided for
students to engage in supervised experiences in communication. While
most adolescents have acquired some skills in establishing interpersonal
relationships with peers, the seriously disturbed child generally exhibits an
inability to perform appropriately in social situations and needs structured
practice in this area. There is also some evidence that the influence of the
special class group may adversely affect classroom behavior (Graubard,
1976). This author contends that the peer group must consciously legiti-
mize learning so that members of the group may participate in classroom
activities without fear of ioss of status. He cites the need to be aware of the
power of the group and to negotiate its support for the system of classroom
rewards.

The effectiveness of therapeutic group as an intervention strategy with be-
haviorally disordered students has been cited by a number of authors “Ap-
derson and Marrone, 1979, Berkowitz, 1972, Copeland, 1974, Gossett and
Lews, 1972). Copeland (1974), in discussing group psychotherapy for ado-
lescents, suggests that the formation of peer groups for therapeutic pur-
puses can be very effective, He stresses, however, the need for experience
and skill on the part of the leaders or co-leaders. He further suggests the
addition of a sufficient number of co-therapists to keep the group moving in
the right direction. especiaily if there are more than eight in the group or if
members of the group show antisocial tendencies. .

Classroom group meetings
110 Group meetings as part of the normal classroom procedure have been sug- |
1 1y 1
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gested by several authors (Glasser, 1971, Vogel and Smith, 1974) Accord-
ing to Glasser (1971), there are three types of classruom meetings’

1. Open-ended meetings for the purpose of increasing thinking skills and
encouraging students to relaté what they know to a topic.

2. Educational-diagnostic meetings, which are related to the unit the class
is studying for the purpose of evaluation of instrugtion.

3. Problem-solving:meetings for the purpose. of solving the problems of
school living.

Vogel and Smith (1974) have suggested three kinds of group meetings for

the classroom: .

1. The open meeting, called by any member of the group for the purpose of
expressing frustration and which is usually conducted by a peer

2. The problem-solving meeting.
3. The decision-making meeting.

Certain additions to the curriculum could be utilized as reverse'mainstream-
ing strategies, in that normai students could be allowed to enroll in these
courses as electives. Such special topics courses could include study skills,
communication skills, sex education, use of leisure time, personal health
(including diet and medication), drug education, and environmental educa-
tion. it would also be possible to have content specialists from reguiar edu-
cation_teach an adapted general education classina segregated setting, or
to have the special class or resource teacher provide a course for normal
students in which the behaviorally disordered youngsters could be placed

Meeting special needs

The placement of a behaviorally disordered student in the general class-
room for any academic subject implies that the student will be able to suc-
ceed 1n that setting, achieving a passing grade 1t is to be expected, however
that some adjustment of requirements must be made in order to meet the
needs of the handicapped student. Among the accommodations that can be
made by the regular classroom teacher in cooperation with the special edu

cation teacher are the following, as su’ggested for adolescents withlearning
disabilities (Marsh, Gearheart, and Gearheart, 1978)

1 Selection of special textbooks and nstructional materals

2. Provision of course objectives and requirements, together with a sched-
ule of when assignments are due.

3 Continuous monitoring of the student's progress.

4, Provision of a glossary of technical terms.

5. Provision of taped or written summaries of abstract concepts
6. Modification of homework or testing requirement.

The special class or resource teacher, in return, should assume the respon-
sibility for the teaching of study skills the student may need in order to suc-
ceed in the regular classroom. Such skills may include:

1. Planning an appropriate environment for studying.

~
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Notetaking and using a tape recorder.

Keeping a record of assignments. L]
Finding main concepts and facts.

Taking tests.

tsing reference materials.

N o 0 AN

Changing reading rate according to purpose and material,

Career education, vocationa! education, and vocational rehabllitation

Educators afexceptional students have long recognized the advantages of
combining meaningful vocational experience with formal education. Ca-
reer and vocational education have been suggested as essential compo-
nents of educauonal programs for the behaviorally disordered student
(Kauffman and Nelson, 1976, Northcutt and Tipton, 1978}, as having the po-
tential for accommodating handicapped students inthe mainstream (Brolin
and Alonso, 1979), and as ana" - rnativeto the traditional secondary curric-
ulum (Brolin, 1976, Colella, 1973, McDowell and Brown, 1978).

Arecent review of federal legislation affecting vocational education and fu-
ture employment of handicapped students (Razeghi and Davis, 1979) em-
phasizes the intent of the mandates that these opportunities should be
made available and accessible. As reported by these authors, an inter-
bureau agreement has been developed jointly by the Bureau of Education
for the Handicapped and the Bureau of Occupational and Aduit Sducation
which provides for coordinating the activities of thetwo bureaus in areas of
shared responsibility. Further, the Office =\ Edu.ation has entered into an
agreement with the Rehabilitation Services Administration to plan and im-
plement cooperative efforts in providing services to handicapped students.
The authors caution, however, that special educators may need to provide
the initiative in implementing these cooperative efforts, especially at the
local level.

Vocational education as an alternative program

McDowell and Brown (1978) have propose‘| a career and vocational pro-
gram for emotionally handicapped adolescents as an alternative to the tra-
ditional college preparatory curriculum. The program would be housed in &
minimum of three classrooms within the regular secondary school plant in
order to facilitate integration of the special students into the regular school
program whenever possibie. Completion of the program would result in
both graduation and a regular high schoo! diploma.

Avocational program for severely disturbed adolescents which serves as an
alternative to institutional placement has been developed by Black and
Black (1979; The program is made available through cooperation between
the New York City Board of Education, the Bronx Children's Psychiatnc
Center, the Rehabilitation Center {of the adult mental hospital), and the
New York State Office of Vocational Rehabilitation. Two vocational class-
rooms are supplied by the Division of Special Education and the Office of

112 Careerand Occupational Education, one of which offers basic clerical skills

Q

11,

IToxt Provided by ERI




Aruitoxt provided by Eic:

ERIC

v

while the other offers horticulture and ground maintenance Parttime work
experience 1s made available through the Office of Vocational Rehabilita-

.tion. Fhe authors recommend a highly structured setting with no more than
.ten students 1n a group. They contend that the severely disturbed adoles-

cent requires a therapeutic milieu with behavioral support and controls in
the vocational education setting.

The Pinellas Marine Institute 1s a highly successful vocationally oriented
educational program for adjudicated youth in St. Petersburg Beach. Flor-
ida. The program 1s made available through cooperation between the
Pinellas County Public Schools, the Office of Youth Services, and a private
corporation, the Associated Marine Institute An outstanding feature of the
vocational education program is that the vocational training is toward ma-
rine-related occupations that are highly desirable, and socially acceptable
There are courses In basic engines, welding, dock building, seamanship,
boat handling, power boats, instruments, communication, scuba diving,
dive shop operation, safefy, marine science, ocean science, and underwater
photography. The students may also earn a high school equivalency di-
ploma. The program itself is highly structured and based upon a token
economy

Modiflcations In the vocational education program

There are a number of problems that may emerge in providing vocational
education and work experience for the severely disturbed adolescent The
vocational plans and choices of the adolescent with a severe behavior dis-
order may often be somewhat unrealistic. Parents and teachers must coop-
erate in sharing accurate information concerning the student’s actual po-
tential as well as his preferences for a possible future vocation

Vocational skills may often be taught in isolation, in the form of work sam-
ples. The disturbed student may, for example, learn low to write a charge
with a credit card. He may learn to work the machine, fill in the blanks cor-
rectly, add the bill, and check to see that the signature is correct These ac-
tivities, however, are carried out within the comtortable and familiar con-
fines of his classroom. On the job, however, these routines must be
performed while customers are clamoring for assistance and someone has
borrowed his ballpoint pen. The disturbed student needs intensive practice
1n work settings which more closely approximate the real world He needs
practice in managing frustration.

Often, the behaviorally disordered student, after a brief period of work evalu-
ation, has been placed on the job in an unfamiliar environment, with co-
workers he does not know, with asupervisor that he does not trust, and with
infrequent visitations by whatever liaison person is available Thestudentis
expected to model after his co-workers, respond appropriately to his super-
visor, and become comfortable in the new environment while learning the
skills required for the job itself. The changeis too abrupt for the emotionally
disturbed student. He actually needs over-training. After the skills are thor-
oughly ingrained, the tasks themselves might contribute to his emotional
comfort, actinggs a crutch in an unfamiliar setting. There should also be
gradual, sequental steps from the extremely structured classroom to the
actual job placement.

Loy
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A sequence of such placements might include:

1 School-based group work experiences, such as shop, landscaping,
kitchen and lunchroom work, with token pay;

2. Paid group work experiences, under supervision, perhaps including so-
cially relevant occupations related to helping others, and

3. Acontinuum or hierarchy of placements for part time work, well-super-
vised, structured for gradual increase in social demands, and limited in
terms of length of time on the job.

Atthe present time, vocational education and training may often be offered
as part of the special education program. It shouid be poss.bmto establish
special classes and resource rooms within the vocational schools and insti-
tutes, from which youngsters could be "mainstreamed” to whatever extent
possible, which engaging in vocationally oriented activities in the special
classes,

There should also be established, within the framework of vocational edu-

cat.on, « sheltered workshop for those who cannot be successfully main-

streamed, in which the man*ement techniques would more closely ap-
p

proximate those that are employed successfully in special classrooms.

SUMMARY

In considering the components reported as successful in educational pro-
grams for students with severe behaviorat disorders, it becomes obvious
that the factors of greatest importance are not the physical piant, the in-
structional supplies, or the academic courses. Crucial to the success of
such a program are the skills and attitude of the faculty and administrative
staff, factors which have not been covered in this discussion. Assuming the
presence of qualified and concerned personnel to carry out the necessary

tasks, the impiementation of the components discussed above should prove

to be successful in the regular secondary school
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Behaviorally Disordered
Adolescents as Academic
Change Agents

Robert A. Gable and Mary Margaret Kerr

— INTRODUCTION

A

The bulk of the literature on behaviorally disordered students supports the
fact that the majonty of the students are academically delayed Not surpris-
ingly, many authorities have underscored the importance of providing
child-specific instruction in order to ameliorate academic as well as behav-
ioral deficiencies. Unfortunately, a wide discrepancy exists between the
priaciple of indivitiuahzed instruction andits current practice with regard to
many behaviorally disordered youngsters (Gable and Hunter, in press)

While the benefits of student-specific instruction are incalculable, full indi-
vidualization 1s often not attainable because of constraints of time and per
sonnel. One possible solution to further extending the concept of individu-
ahzed nstruction 1S to use_students as peer-tutors. Available evidence
indicates that the advantages of casting classmates in the role of academic
change agents are at least threefold. First, the influence that peers exert on
one anothers' behavior 1s widely, demonstrated. As McGee, Kauffman, and
Nussen (1977) attest,  achild's social status appears to be directly linked to
the frequency and type of reinforcement dispensed by and giventohim” {p
452). Peers represent not only a powerful source of reinforcement but also
an abundant and readily accessible classroom resource (Strain, Gable, and
Hendrickson, 1978). Indeed, peers have been taught successfully to deliver
remedial tnstructicn in spelling (Harris, Sherman, Henderson, and Harris,
1972), math (Harns and Sherman, 1973), word recognition (Jenkins, May-
hall, Pescha, and Jenkins, 1974), and, oral reading (Willis, Crowder, and
Morns, 1972). Viewed together, these studies suggest that peers are capa-
bie of applying, at times, complex intervention strategies, and in turn, posi-
tively influencing thé academic achievement of other students Second,
training deviant youthto change the behavior of classmates appears to have
consequences for both the tutor and the learner (Graubard, Rosenberg. and
Miller, 1971). More precisely, n the process of modifying the behavior_of
others, peers reportedly change their own behavior and, thereby obtain in-
creased positive feedback. At the least, one could argue that engaging
youngsters in the role of behavioral engineers provides an opportunity. to
promote and sustain academic respOnses that are incompatible with de-
viant classroom conduct. Third, once tutorlal programming is underway.
daily demands on the teacher are usually limited to intermittent checkson  /
tutor-tearner progress. Then teachers are free to reallocate time for instruc-
tron 1n areas for which adult intervention is called Unfortunately, too little
attention has been given to explicating procedures that would allow more 117
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widespread replication of peer-tutoring programs. In the discussion that fol-
lows we examine the use of severely behawviorally disordered adolescents as
an instructionai resource in a residential special education program. More
precisely, issues presented include. (A) selection of peer tutors, (B) training
of peer tutors, (C) curricular content taught, and (D) monitoring tutor-
learner interaction.

’

DESCRIPTION OF PEER-TUTORING PROGRAM
Participants and setting

’

As the work of Gable, Hendrickson, and Strain (1978}, Nelson, Worell, and
Polsgrove (1973), Strain, Kerr, and Ragland (1979), and Whelan and Henker
(1969), has confirmed, charactenstics of change agents have not limited
their participation as behavioral engineers. When students engage in awell-
structured teaching situation with opportunity to obtain regular feedback
regarding theur efforts, the fact that they too are in special classes has not
posed insurmountable problems.

In the present study, the students who seived as peer tutors, two male and
four female, were in residential treatment because their problems were so
extreme that neither the public school, the family, nor the community at
large was deemed capabie of providing the breadth and intensity of neces-
sary services, Table 1 summarizes data pertaining to sex, age, standardized
1Q scores {(WISC-R}, and clinical diagnosis of the six adolescents who
served as peer tutors.

in recrting students to be trained as peer tutors, youngsters were chosen
who were observed to engage in some form of positive social interaction
with classmates (Gable, Strain, and Hendrickson, in press). Furthermore,
only those students who exercised some measure of self-control in remain-
ing “on-task" during classroom instruction were considered. As arithmetic
was one curricular area singied out for instruction, another criterion for 5e-
lecting candidates centered on identifying those students competentn cal-
culating problems sampled from the range of subskiils to be taught {Surratt,
Ulrich, and Hawkins, 1968).

Of the 23 youths who served as tutees, 20 boys and three girls, 11 were
scheduied for arithmetic instruction (these and other youngsters received

TABLE 1 -
Sex, Age, 1Q and Clinical Diagnosis of Tutors
Number Sex Age * I1Q Clinlcal Diagnosis
1 M 15 97  Hysterical Personality with Borderline
Features

2 M 17 101 Passive-dependent Personality

3 F 17 106  Borderline Personality Disorder

4 F 16 99  Adjustment Reaction of Adolescence
5 F 15 122  Borderline Personality Disorder

6 F 14 91 Depressive Neurosis
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remedial reading training as well). Children were selected on the basis of
thewr poor academic functioning (i.e., two to four years below anticipated
grade level) coupled with a need for instruction comprised of repeated drill
and practice. Records show that the mean age of tutees was 12 years four
months (with a range of from nine to thirteen years), whereas, the average
1Q score (WISC-R) was 93 (with a range of from 78 to 108).

The program was conducted at the National Children's Rehabilitation Cen-
ter, a residential psychiatric facility for youngsters from sevento seventeen
years of age, located in Leesburg, Virgima. The training sessions took place
in the facility’s school classrooms.

Tralning the Peer Tutors

McGee ef al., (1977) assert that "fundamental to achange agent's effective-
ness is the amount and kind of training received in order to perform the var-
1ous functions of intervention” (p. 466). This peer tutoring program began
with a series of training exercises that pertained to three tnajor tasks The
training paradigm consisted of an instructional package that included (A)
use of a sequence of matenals-instruction references to specific subskills;
(B) use of selected contingency management strategies, and (C) useofdata
coliection procedures. Training was geared toward providing students the
opportunity to engage repeatedly in appropriate practice of teaching behav-
10rs judged relevant to the content and format of instruction ‘Each subskill
area to be taught was pinpointed so that peer training corresponded with
specific tutee needs. This information was obtained through a series of
cniterion-referenced pretests administered to tutees prior to initiating peer
training-exercises.

Each student recruited to serve as a peer tutor received twoforms of train-
ing. (A) tnitial preparationand (B) follow-up assistante Thepurpose of the
1nitial training was to insure each tutor's mastery of prerequisite skills (i e ,
sequence of matenials, instructional presentation, appropriate use of praise,
prompts and ignoning, and collection of daily data on tutee's progress Yo
accomphish this, tutors participated in a didactic presentation during which
time the supervising adult rnodeled each step of the instructional sequence
Following this presentation, tutors received a script detailing the narrative
form each step of the instructional package and then were assigned to a

training team. Each team member played in succession three roles tutor,
tutee and evaluator. In the role of tutor, youngsters repeatedly engaged in
instruction corresponding to the sctipted sequence. The role of evaluator
required the student to give prompts, feedback and praise to others who
were engaged 1n simulated tutoring (Davis, 1972). After a series of trials in
each role, tutors next were evaluated by the trainee (adult) while engagedin
simulated instruction of apeer. Astandard observation form corresponding
tothe sequence of teaching procedures being introdyced was used (Shores
and Stowitschek, 1976). The observation form was used for both pte-tutor-
ing evaluation monitoring throughout the program. In all, approximately 15
hours of supervised training was provided.

Onca the tutoring program began, asecond form of training was conducted
during two weekly meetings. (A) one was a group problem-solving session
invoiving all tutors and the supervising teachers and (B) the second was an
individual session-with each tutor and the teacher.

12¢
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Establishing a performance criteria

As advocated by Johnson and Bailey {(1974), a preselected performance
level served as the means for deterrmining when tutors had mastered the se-
quence of teachmg strategies. A tnals-to-criterion measure called for train-
ees, for example, to * correctly engage in a three step instructional se-
quence, five consecutive imes.” Tutors were expectedto practice dehvenng
instruction until the stated proficiency level was attained.

Most peer tutors can be taugpt to make accurate discriminations as to the
accuracy of iearner responses, and then, consistently deliver praise state-
ments for corrects, ignore errors, and/or engage in further instruction. Tu-
tors were trained to become skilled in administering these basic behavioral
practices. Repeated modeiing of the desired behavior was especially useful.
Finally, tutors were taught accurately to apply alearner assessment proce-
dure. A daily probe of tutee responses conducted at the end of each lession
provided comparative data across tutorial sessions.

Motivational factors

Theissue of motivation 1s generally recognized as being crucial to the suc-
cessful outcome of any peer-mediated program (Willis, 1972). Tomaintaina
high level of motivation among tutors and learners, direct observation and
feedback wascombined witha formal contract stipulating performance ex-
pectancies. Tutors entered into an agreement wherein the conditions for
remaining a peer tutor were clearly spelled out. A multiple set of criteria
were established across treatment settings of the facility that called for tu-
tors to. (A) Attain at ieast 90 percent of all daily academic and social-inter-
personal objectives, (B} maintain at least a Level 1l rating (of four levels,
with succeedingly more demanding expectations) in the group living pro-
gram, and (C) demonstrate that tutee(s) were progressing toward specified
objectives. inthe event that ayoungster faiied to maintain an acceptable per-
formance ievel s.he received a letter of reprimand stating not only the be-
havior that was unsatisfactory ‘but also enumerating the steps leading to
being able to demonstrate acceptabie behavior. If a youngster failed a sec-
ond time to maintain acceptable performance across settings, a response
cost was imposed whereby he/she was suspended from the tutoring pro-
gram for three days. Tutors were compensated the minimum wage through
funds available under the Comprehensive Employment and Training Act
{CETA), not surpnsingly, this served as a highly reinforcing arrangement.
Throughout the peer-instructional program tutees entered into individually
prescribed contractual agreements with the tutor. A variety of reinforcers
were selected on the basis of tutees stated preferences.

Curricular content/teaching strategies

The content of instruction represents another major factor in the develop
ment of a peer tutoring program. Arthmetic was one area chosen for in-
struction because. (A) arithmetic lends itself to instruction based on re-
peated driil and practice, (B) subskill operations can be identified and
arranged in a hierarchial order with discrete subskill statements for each ob-
jective, (C) arithmetic instruction allows for active participationby the tutor
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. and learner, and (D) learner responses require hittle or no inference and are
ableto be rehably recorded as correct or erred (Gable and Hunter, in press) .
Instructional materials consisted of amodified version of the £-8 Press Tu-
toriai Series. Math Combimation Program (Hofmeister, Landeen, and
Rosen, 1975). ’

. in developing the tutorial program, attention next shifted to the tutee'sentry
jevel capabilities, in order to select appropriate teaching strategies. Since
the majority of tutees computationa! skills were found to be at an acquisi-
tion stage, tutors were taught to engage in a teaching sequence that relied
on antecedent modeling, the use of a permanent product coupled with pre-
cise praise {Lowvitt, 1977). The strategy called for the tutor to present the
probiem and state the verbai response (step-by-step computational opera-
tion) that sshe wished the learner to imitate before the tutee was asked to
respond. For learners functioning at a more advanced stage of acquisition,
mastery over about half of the fundamentals, modeling was paired with cor-
rective feedback (Gable and Hendrickson, in press). With the combined use
of modeling and corrective feedback identifying the response as correct or
,ncorrect. As tutees approached a level of proficiency in attaining subskill
objectives emphass shifted aimost entirely to manipulating the contingen- .
cies of reinforcement.

During the impiementation phase of the tutorial program, the pace of in-
struction was dictated by the rate of progress evidenced by each tutee A
new subskill objective was introduced only after th™ " itee attained mastery
measured on a tnals-to-criterion basis (..., three consecutive corrects,
within three seconds or less, and in the absence of a model or permanent
product). Following each se$sion in which a probe was administered, the
tutee was instructed to record his/her score on a bar graph for future
comparison.

Data collection and feedback procedures

The final aspects of the peer tutoring program Wwere data collection and
feedback to tutors. As previously stated. teaching strategies were sequen-
tial in nature and consisted of a step-by-step presentation format There-
fore, a numerical coding and recording system was selected to capture the
temporal, sequential arrangement of that instruction. Each step of the se-
quence was recorded, as follows. (A) Stimulus Event (r.e, model, redtrect,
other), (B) Learner Response (v.e., correct, error, no response, other), and
{C) Consequent Event (1.e., praise, prompt, ignore, other). Once trainees at-
tained mastery over the{eaching sequence they were taughtto monitorthe
tutor-learner interactions of one another using the same numerical coding
system. This permitted tutors to make certain decisions regarding the ex-
tent to which they remained faithful to the prescribed teaching strategy

Feedback sessions conducted by the supervising adult served as a vehicle d
for exchanging information regarding the technical application ofteaching

strategies or materials usage and for analyzing the impact of instruction on

iearner performance. Data were regularly reviewed to ascertain if changes

in the tutonai program were warranted. Throughout the program, tutors

adapted materials, adjusted instructional and modified.contractual arrange- 121
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ments with tutees on the basis of tutee performance and in consultation with
the supervising teacher.

\

OUTCOME AND CONCLUSIONS

The use of behavioral disordered adolescents as peer tutors produced
about thirty minutes of arithmetic instruction daily for eight weeks. A total of
827 objectives, each corresponding to a discrete subskill operation, cover-
ing addition (380), subtraction (252), and multiplication (195) were intro-
duced. Of that number, tutees demonstrated mastery of 719 objectives. Cal-
culated across the eleven participants, this figure represented 86.9 percent
of objectives attempted.

The relative effectiveness of the peer tutoring program may be linked to a
combination of factors. Although somewhat speculative, it would seem that
the use of empirically supported training procedures, i.e., modeling,
coupled with a preselected performance criterion, contributed to a high
tevel of tutor competency (Davis, 1972). Intermittent observation and cor-
rective feedback from adults may have served to maintain a degree of con-
sistency. Finally, data-based instructional decisions may haveresulted in a
measure of uniformity across tutors in program implementation.

Not only were probes administered to tutees throughout the program, but
tutors were also tested as to their accuracy and rate of arithmetic computa-
tion. in this way, an attempt was made to ascertain the influence of repeated
tnstruction on tutor's performance. Comparison of pre- and posttest scores
revealed littie gain among tutors was evidenced. Eventhough the evaluative
procedure was rather crude, findings may be attributable to the fact that tu-
tors scored almost 100 percent (mean score of 93.4 percent) on preassess-
ments covering subskills then taught, and that subskill operations taught
were often substantially below the competency level of the tutors,

Often, conventional instruction demands the continuous presence of an at-
tentive aduit. Even in special education settings with a decreased teacher-
pupii ratio, full individualization is difficult to accomplish. It is remarkable
then that the systematic use of peer-mediated instruction has not been
more extensively utilized by teachers of the severely behavior disordered
The positive influence of peer tutors, reflected by improved computational
skills of tutees, is consistent with results reported with less seriously handi-
capped youngsters (6.g., Johnson and Bailey, 1974). Furthermore, the posi-
tive influence of the program further substantiates the contention that tutor
charactenistics have not proven to be a principal factor in determining the
impact of peer tutoring programs. R
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An Analysis of the Effects of

Various Instructional Procedures
on the Oral Reading Performance

of High School Special
Educaticn Students

Lewis Polsgrove, Herbert J. Rieth, Marilyn Friend,
and Richard Cohen

INTRODUCTION

Several observers have noted that low academic functioning is a frequent
and enduring characteristic of students who exhibit behavior problems and
that these students typically have a negative attitude towards schoo! which
can oftenbe traced toinadequate academic performance and faulty instruc-
tion (McCafrey and Cumming, 1969, Feldhusen, Thurston, and Benning,
1967, 1970. Kauftman, 1977). As reading is probabiv the most Importantsin-
gle academic skill, an important goal for teachers of emotionally disturbed
or behaviorally disordered children and youth is to enhance the reading per-
formance of their students.

Despite a piethora of reading research, there exists a great need to develop
instructional methods a teacher can easily and reliably use in the classroom
for improving the performance of students with reading deficiencies (Chall,
1967, Kaluger and Kolson, 1972, Lovitt, 1975a and 1975b) A number of ap-
phied behavior analysis studies have demonstrated the effectiveness of con-
sequences such as token reinforcement or free-time, an activity reinforce-
ment to increase reading accuracy, word recognition and comprehensinn
scores of a vanety of students of various ages (Staats and Butterfield, 1965
Lovitt, Eaton, Kirkwood, and Pelander, 1971, Fox and Hall, 1972; Rieth,
Polsgrove, Raia, Patterson, and Buchman, 1977).

Recently, applied behavior analysis studies have evaluated the effective-
ness of instructional procedures traditionally used by teachers intheclass-
room, such as corrective feedback, oral and silent rehearsal, and listening
Corrective feedback entails the teacher verbally correcting the student's
oral reading.errors when they occur and requiring him to repeat the correct
response iImmediately after the correction. The rehearsal technique, in- 125

- 132

L




&
ERIC

Aruitoxt provided by Eic:

volves the students reading the target passage either orally or silently, with-
out corrective feedback before reading it aloud to the teacher. Listening
simply entails the pupil listening to an audio-tape recording of the passage
while reading a written version, before reading 1t aloud to the teacher.
Several studies have employed these procedures, either singly or in
combination.

Staats and Butterfield (1965) combined preview, corrective feedback, and
token reinforcement procedures to significantiy reduce reading errors and
ta increase reading test scores in a delinquent adolescent. Martin (1972)
gemonstrated that when instructors carrected pupil errors usingcorrective
feedback, word acquisition rates accelerated more than when children were
merely told whether the response was right or wrong. Lovitt (1276) reported
on two studies done by Eaton (1972) which compared corrective feedback,
stlent rehearsal and listening procedures. Corrective feedback and listening
reportedly doubled the pupils’ correct rates but had littie effect on reducing
error rates, while silent rehearsal also produced muitiple gains and correct
rates. Lovilt, Schaff, and Sayre (1970) found that silent listening to an audio-
taped reading passage produced greater increases in correct oral reading
rates and decreased error rates than corrective feedback procedures but si-
lent reading while listening to the tape produced even greater gains. Han-
son and Eaton {1978) reported on a study by Eaton, Lovitt, Sayre, and Lynch
{1974) that compared oral rehearsal, corrective {eedback, silent rehearsal,
and listening for their effects on the correct and errorrates of eight children,
ages 7-13. Corrective feedback and listening more effectively increased
correct rates and reduced error rates than oral or.silent rehearsal, Oral and
silent rehearsal produced moderate increases in correct rates and de-
creases in error rates.

In general, the studies reported above indicated that instructionai proce-
dures effectively increased the reading performance of elementary school
students Corrective feedback appeared to be the most effective procedure,
followed by lister ng and rehearsal procedures. The present study was un-
dertaken to replicate and extend the Eaton, Lovitt, Sayre, and Lynch (1974)
study to evaluate the efficacy of these interventions with mildly hand-
capped secondary students who presented chronic learning and behavior
problems,

METHOD

Subjects and setting

The six students who participated in the study ranged in age from 15
through 18 years and were enrolled in a special education summer schooi
program for chronic learning and behavior problems in a large urban high
school. Instruction was provided individuaily to each student in a vacant
room located near the mainclassroom by a teadher who held amasters’ de-
gree.n special education and had four years' experience ;n teaching iearn-
ing disabled and behaviorally disordered students

Procedures

Training sessions. Depending on the :ength of the reading passage. reader
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skill and motivation, each training session lasted approximately 15 to 20
minutes. Sesstons consisted of an instructional period, in which the teacher
provided appropriate training, immediately followed by a testing period.
during which students read the selected passage orallyintoatape recorder
and answered comprehension questions.

N

The passages and comprehension questions for the study were selected
from the < 3A level 2A and 3A reading kits. The length of the passages varied
from 300 to 500 words each. All students were placed appropriately in the
SRA reading sequence based upon their performance on the SRA place-
ment test and their attainment of between 85 and 90 percent words correct
reading accuracy on a five-minute informal reading test

Dependent measures. Following each training session the teacher reviewed
the tape recordings of the reading passages and scored these for errors
substitutions, mispronunciations, omissions, additions, and teacher aid for
hesitations and unknown words. These datawere usedto calculate the per-
centage of correct responses, the rate of correct reading responses peér
minute, and the rate of errors per minute for each student These measures
plus the percentage of comprehension questions answered correctly are
reported in Table 1. The tapes also were scored for errors independently by
an observer who was naive regarding the purpose of the study interob-
server reliability was calculated twice on each student's performance dur-
ing each condition in the study and ranged from 77 to 94 percent with a me-
dian of 86.5 percent

Research des:gnl The effects of various instructional procedures were eval-
uated using a withdrawal design as described by Leitenberg (1970) Then-
dependent varniables included histening, sient rehearsal, corrective leed-
back. performance feedback, and grade contingency

Baselinas ! and 2. During the baseline periods, all students were usheredto
the tratning room by the teacher who presented the assigned reading pas-
sage and asked the student to read it aloud into the tape recorder Students
read these passages without any aid from the teacher When they encoun-
tered an unknown word or hesitated for five seconds. they were toid simply
to “go ahead "

Silent rehearsal The silent rehearsal procedure involved having students
read the passage to themselves prior to reading it orally to the teacher No
other instruction was given during this phase.

Listening In the hsteming intervention procedure students were instructed
to read a passage stlently while theteacher readit aloud Theythenreadthe
passage orally

Corrective feedback Under the corrective feedback condition the students
read the passage and the teacher corrected mistakes they made and had
them pronounce the word correctly before proceeding. They then read the
passage a second time into the tape recorder.

Perlormance leedback and contingency In this condition, students were
shown graphs of their correct oral reading rates (Performance Feedback)
daily and told that if they met or exceeded their baseline averages, they

would receive points that would be used to figure their final grades in the 127
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TABLE 1

Deg. Base- % Base- Listen + %
Student Var. Line1 Listen Change Line2 PF+C Change
Ruby C% 83.1 80.4 -3.0 76.4 83.8 +9.6 .
CR 65.4 §4.5 -1.0 51.4 57.7 +12.0
ER 9.7 13.8 +42.0 16.0 11.0 -31.0
COMP% 76.0 77.0 +1.0 80.0 90.0 +10.0
Wayne C% 85.4 90.4 +6.0 79.5 80.0 -
CR 50.8 54.2 +6.0 6.3 55.6 ~-1.0
ER 8.5 11.9 +40.0 14.5 13.8 ~4.8
COMP% 61.0 30.0 —-29.0 46.0 30.0 -16.0
Dep. Base- Sllent % Base- *CF + %
Var. Line1 Rehearsal Change Line2 PF4+C Change
Terry C% 88.3 88.9 - 87.2 93.4 +7.0
CR 65.4 64.5 —_ 69.2 84.9 +22.7
ER 8.2 7.9 ~4.0 10.0 6.0 —-60.0
COMP% 50.0 66.0 +16.0 66.0 73.0 +7.0
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Roy C% 829 80.8 +2.5 79.5 *89.3 +9.8

CR 36.8 39.0 +5.9 35.4 *50.9 +43.7
ER 7.6 9.3 +22.8 9.1 6.1 -32.9
COMP% 44.0 68.0 +24.0 73.0 *78.0 5.0
Dep. Base- % Base- CF + %
Var. Linet CF Change line2 PF+C Change
Larry C% 90.4 90.55 - 86.6 91.5 +5.6
CR 52.2 62.8 +20.3 52.1 96.0 +15.1
ER 5.5 6.4 +16.4 8.1 5.7 -29.6
COMP% 37.0 61.0 +24.0 44.0 61.0 +17.0
" Nan C% 92.5 939 1.5 91.2 93.9 +2.9
CR 71.5 74.9 +4.7 67.3 84.7 +25.8
ER 5.7 5.2 -8.7 6.5 5.4 -16.9
COMP% 63.0 77.0 +14.0 86.0 80.0 +6.9

Independent Vanable: CF = Corrective Feedback, PF = Performance Feedback, C = Contingency Arrangement
Dependent Vanable. C% = Correct Percentage, CR = Correct Rate, ER - Error Rate, COMP% = Comprehension Percentage
* No Contingency Arrangement was in effect for these data.
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summer program. The points determ . 2d approximately 5Qpercent of their
final grades. To evaluate the effect of yiving performance feedback only,
ona student (Roy) was shown his graph but did not h e opportunity to

earn points toward his grade. /
RESULTS ¢

The individual students’ data :n terms of correct percentage, correct rate
and error rate, apfear in Figure 1 and are summarized in Table 2. The data -
indicated that the listening procedure had little effect on either percentage
correct or correct rate and actually resulted inincreases in &rror rates forthe
two students exposed to tius condition, Performance contingencies re-
duced Ruby's error rate by 31 percent, although it still remained above the
imtial baseline average, and negatively affected Wayne's reading perform-
ance. Comprehension scores for the two students also were unchanged
when t*.ey were exposeq to this condition, the addition of a grade contin-
gency produced only a 10 percent improvement in comprehension for
Ruby.

Having students mereiy read a passage to themselves (Silent Rehearsal)
produced littie change in their oral reading accuracy or correct rates, nor
did .\ reduce their error rates. This procedure produced a 16 percentage
point gain in Terr$ s comprehension score and a 24 percentage increase in
Roy’s comprehension score. v

Providing students with corrective feedback oaly resulted in a 20 percent.
improvementn Larry’s correct rate and an increase of 24 percentage points
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in comprehension, but his error rate also increased 16 percent. For Nan,
corrective feedback produced hittle effect on oral reading performance but
resulted 1n an improvement in comprehension score of 14 petcentage
points. . 4

impressive gains in student reading performance occurred when they were
provided a combination of corrective feedback, performance feedback, and
the grade contingency. Three students exposed to this condition showed
notabie improvements in correct rates, error rates as well as comprehension
scores. A fourth student, Roy, who only received the corrective feedback
and performance feedback, showed improvements that paralieled those

made by students who received the grade contingency. .

. DISCUSSION '

The resuits of this study underscore the importance of providing motivating
consequences for improving the oral reading performance of secondary
students. For the most part, the instructional interventions alone had little
effect on increasing oral reading accuracy or correct rate or in reducing
students error rates. When reinforcing contingencies were arranged, five of

the six students showed improvements in oral reading accuracy, rate, and ‘
comprehension. y

interestingly, when students were given the opportunity to earn points to-
ward their grades for increasing correct ratos and for decreasing their error
1ate, their performance improved. Daily feedback in the form of a graph was
also found to have potentially strong motivating effects, since it produced
immediate and stable increases in one student's performance

We were surpnsed to find that, contrary to the present literature (Lovitt,
Schaff, and Sayre, 1970, Eaton, Lovitt, Sayre, and Lynch, 1972), having stu-
defits isten to areading passage.while reading it (Listening) did not result in
any improvement in-oral reading performances. In fact, for our secondary
students, having them iisten to the teacher read the passage while reading it
silently proved embarrassing and actually resulted in increases inerrorrate,
an effect that we could not overcome by scheduling consequences

Sient rehearsal aiso failed to produce aj\y changes in our students’ oral
reading performance but notably improved their comprehension scores
Schaduhing corrective feedback, performance feedback, and acontingency
arrangement for one student produced immediate gains in correct rate and
greatly reduced error rate. For another student (Roy) introducing the cor-
rective feedback procedure with provisions for daily performance feedback
‘resulted in dramatic increases i correct rate and reduction in error rate
whie maintaining previously established improvement’in comprehension

We found corrective feedback alone to have mixed effects on the oral read-
ing performance of one student and little effect on another. However, this
technique was effective in increasing students’ comprehension scores
Corrective feedback, when combined with daily feedback in the form of
graphs and,or grade contingencies, however, appears to be-ahighly effec-
tive t.eatment package for not only increasing secondary students' oral
rpading performance, but for improving and maintaining reading compre-
hension. = | 131
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in general, we found that with students who may have alengthy history of

school failure and accompanying adjustment and motivationai problems a

“treatment package” of direct instruction, intrinsic and extrinsic conse- |
quences may be necessary to improve their reading skills. Further studies |
are neededto replicate and clarify these findings, especiaily in regard to the

use of personal goal-setting, self-graphing, and self-evaluation for enhanc- |
ing student motivation.
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An Experimental Analysis of the
Effects of Increased Instructional
Time on the Academic
Achievement of a “Behaviorally
Disordered” High School Pupil

Herbert J. Rieth, Lewis Polsgrove, Melvyn Semmel,
and Richard Cohen

¥

‘ INTRODUCTION

Ciassroom interventions designed toreduce children’s learning and behav-
1or problems typicaliy entail modifying the curriculum, the types and quality
of teacher-pupil interactions and the student grouping patterns. Interven-
tions for bebaviorally disordered students, however, are often based largely
on teacher behavipr research. Despite the extersiveness of this literature,
few critical teacher behaviors have been identified that lead to predictable
student achievem nt gains across a wide variety of academic settings
{Rosenshine and Furst, 1971, Gage, 1973, Rosenshine, 1979). One critical
teacher behav,or, however, that has been a consistent positive correlate of
student achievement gains 1s the amount of time students are engaged in
academic instruction (Rosenshine, 1979).

Several studies have examined the relationship between the amount of in

structional time and student achievement. Harnis and Serwer {1966) com-
pared four methods of instruction withthe reading achievement of 1,441low
socioeconomic status first graders, the amount of instructional time pro-
vided by teachers proved the most significant factor in improving student
achievement. Studies by Bond and Dykstra (1967), and Harris, Morrison,
Serwer, and Golid (1968) reported negative correlations between teacher
and student absences and achievement, suggesting that the greater amount
of instructional ime associated with higher attendance frequencies may be
correlated with higher student achievement scores. Reviews by David
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(1974) and Block and Burns (1975) identified a number of studies which
demonstrated consistent positive relationships between the amount oftime
students were actively engaged in learning activities and achievement test
scores.

The amount of time students spend in on-task activities also appears to be
related to their subsequent achievement. McDonald (1975) found student '
inattentiveness to be negatively related to reading and mathematics
achievement. Bennett (1976) after studying the relationship between teach-
ing style and student achievement, concluded that regardless of teaching
style, students who spent more time studying a subject had higher
actvevement 1n that subject. Harnishchfeger and Wifey (1978) found that
some classes 1n an urban school district received an equivalent of 69 days
more iNstruction per year than others at the same grade level, higher achiev-
ing students had as much as 27 percent more direct instruction than lower
achieving students, who n turn, had 27 percent more unsupervised
seatwork.

Other studies have analyzed students’ opportunities to respond actively to
academic content materials. Fox (1974) observed first grade pupils in an
inner city school and found that they averaged 20 seconds of oral reading
per day Hall, Delquadn, and Harris {(1977) reported observational datands-
cating that fifth-grade pupils inan inner city school spent approximately 50
percent of their class time in transitional activities and less than eight min-
utes per day making oral or written responses to learning activities They
aiso reported that some elementary pupils in low income area schools spent
less than five seconas per day working on arithmetic facts

The availabie hiterature thus provides a sound basis for concluding that in-
structional time 1s a major vaniabie influencing student achievement (Fisher.
Berliner, Filby, Marliave, Cohen, Deshaw, and Moore, 1978, Lomax and
Cooley, 1979). However, despite the need to increase the achievement of
special education students (Semmel, 1979), Rieth, Polsgrove, and Semmel
(1979) were unable to find any studies presanted in the literature thatexam-
ined the relationship between instructional time and academic achievement
among handicapped populations. This study was therefore intended to ex-
plore the relationship between the amount of instructional time and the
achievement of a student labeled behavior disordered."

METHOD
Subject

The subject in this study, Melissa, was a 15-year-old female high-school
student who had a long history of learning and behavior problems and had
{ been assigned to self-contained classes for students labeled bzhavior dis-
ordered during her entireschool career. The study was conducted duringa
morning summer school program in a local senior high school where
Menissa was assigned to a self-cantained special education classroom for
students with iearning and behavior ‘problems. Melissa was found to be
achieving at the second-grade level inreading and math onthe Wide-Range
Achievement Test (Jastak, Bijou, and Jastak, 1965). 135 “
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Target behavior

Reading vocabulary was chosen as the target behavior in this study because
of Melissa’s severe deficiency in this area. initially, Meljssa's word-recogni-
tion vocabulary was assessed using the Dale-Chali hist of 3,000 essential
words. Each word from the list was presented to Melissa and scored as cor-
rectif she correctly identified it within three seconds of presentation. Words

that she did not correctly identify were histed sequentially in order of diffi-
culty which ranged from preprimer to third-grade level and divided into se-
quential 15-word units. Melissa's vocabulary acquisition was measured by
recording the number of words, identified correctly on a quiz administered
immediately after each daily training session. Maintenance was measured
interms of the number of words correctly identified un a weekly review test.

PROCEDURES

Baseline |

During the.nitial baseline, theteacher presented Mehssa 15 words from the

Dale-?hall list and asked her to identify those she knew. Any words identi-

fied within three seconds were replaced by words selected from the list ot

unknown wourds The teacher presented the 15 unknown words one at a

time, pronounced the word and asked the student to repeatit After review-

ing the 15 unknown words they were re-presented in the same order for
identification in the form of a daily quiz. The teacher recorded correct and

incorrect responses without comment. At the end of five days the student )
was tested on her knowledge of the 75 words presented during the previous

five-day pertod.

Five-minute increase |n instructional time

During this condition, «n addition to the regular training presented during

the Baseline | periodthe teacher drilled Melissa onthe 15 selected words for

an additional five minutes. The drill consisted of the teacher showing the

student each word individuaily, pronouncing it for her, and requiring her to

repeat it. Words were always presented in the same order and those not

identified within three seconds were pronounced by the teacher and the

student was asked to repeat it. After this instruction the words were pre-

sented individually and pronounced by the student without aid, the teacher |

recorded correct and incorrect responses The 75-word mastery test was l

also given every five days during this period ‘
\
|
|
|

Baseline ||

Procedures during Basehine il were the same as those during Baseline |

Flve-minute increase In instructiona! time |}

This condition was the same as the second condition That s, Melissa was
exposed to an addiuonal five-minute drill, in addition to the regular instruc-
13? tion time
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RESULTS
Basellne !

Durn j baseline, Melissa 1dentified an average of 4.8 words correctly per
day. The range of words answered correctly was between three and eight
She correctly 1dentified 17 words on the 75 words weekly review test

L3

Five-minute increase in instructional {ime

Melissa identified on the average, 12.4 words correctly per session with a
range between nine and 14. She achieved scores of 40 and 38 respectively
on the weekly review tests.

Baseline 11

During baseline It condition, Melissa correctly identified on the average of
six words per day, the range of words correctly identified was from three
to 12

.
13

Five-minute increase In instructionat time

When an expernimental condition was reintroduced the mean number of
words identified per day increased to 13.67 with a range between 13 and 14
words correctly identified per day. /

<

DISCUSSION

The results of this study indicated that merely increasing instructional time
by five minutes led toincreases in the acquisition and maintenance of read-
ing vocabulary words by a 15-year-oid female who had been labeled behav-
tor disordered In this study the five minutes of additional instruction time
involved using a modeling-imitation teaching approach (Burdett and Fox,
1973) to provide additional timeand opportunities for the studentto acquire
the target academic behavior.

The resuit of this study, although preliminary, suggest that what Berliner
(1976) calls academic learning time—defined as the amount of time a stu-
dent spends successfully engaged in an academic task—was related to
achievement gains of a handicapped pupil. The results appear sufficiently
promising to suggest the need for additional studies assessing the relation-
ship betwaen instructional time and the achievement of handicapped chil-
dren and for analyzing methods for enabling teachers to increase the
amount of instructional time that they are providing to students in their
classes.

The current study was conducted in a tutorial setting. Increases in the
number and length of individual tutorial sessions may prove difficult for
some teachers to implement because of the additional demands on teacher
time. However pee{ or volunteer systems may provide alternatives which
could prove beneficial for both tutors and tutees. Other organizational ar-
rangements or alternative instructional arrangements for increasing the 137
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amount of instructional time will require teachers and researchers to ana-

lyze the content and scheduling of the school day. Data are needed to de-
termine what activities and how much instruction are essential for academic
growth. A data based system could be constructed for makinginstructional
scheduling and content decisions forhandicapped children that can poten-
tially reduce the vast discrepancies between-actuai and expected academic
achievement.

The imphcations of this study for programs for students with behavior dis-
orders lie primanly in the fact that increases in instructional time and en

gagement time are incompatible with much of the inappropnate social be-
havior. emitted by these students. The incompatibility shouid reduce the
frequency of these behaviors and provide alternative sources of reinforce-
ment. The study may also prompt an analysis of the content, organization
and scheduling of programs for children with behavior disorders.
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" An-Analysis. of the Effects of
Goal-Setting, Self-Management
and Token Reinforcement on
Oral Reading Performance of -
Children with Learning and X
Behavior Disorders .

Richard Cohen, Lewis Polsgrove, and Herbert Rieth

INTRODUCTION

Recent apphed behavioral studies have explored the use of several self-

management strategies for improving and maintaining chuehren sacademic
and sociai behavior in special education classrooms. While this research
hoids promise for reducing childrens’ depencence on external methods of
controi, the effects of the vanious strategies have not been clearly docu-
mented (Poisgrove, 197.1. Several studies have demonstrated that having
children observe and reco, d their behavior (self-monitoring) may produce
increases in study time (Broden, Hall and Mitts, 1971), oral participation
_(Gottman and McFall, 1972), and academic productivity (Rieth, Polsgrove,
McLeskey. Anderson, and Payne, 1978) especially when children are selt-
yeferred of there is a potential for external reward. Another series of studies
has compared the effects of teacher reinforcement with children’s self-eval-

uation and self-reinforcement on classroom behavior. Some have shown
that under certain condi,ons children could perform as accurately on aca-

demic tasks when they were allowed to evaluate their performance and de-
termine their reinforcement as when teachers performed these functions
{Lowitt and Curtiss, 1969, Glynn, 1970). Others have demonstrated that fol-
towing training tn an externally administered token reinforcement program,
chiidren would maintain low rates of inattentive and disruptive behavior
using seif-evaiuations and self-reinforcement (e.g., Frederikson and Freder-
ikson, 1975, Kaufman and O'Leary, 1972).

/
in another series of studies Drabmar., Spitalnik and O'Leary (1973) ob
served that reductions in disruptive t ehavior generalized across instruc}
tional periods when trained children were to match teacher ratings of thei}

142 behavior. Turkewitz, O Leary and liensmith (1975) found that goal-sstting
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and self-evaluation were initially ineffective in reducing children’s disrup-
tive behavior, however, installing a token program produced immediate re-
ductions In the target behavior. Changes which were maintained at low
rates throughout three matching phases in which children who matched
teacher point ratings were allowed to exchange points for backup rein-
forcers, when the m?phing tondition and the token system were faded,
goal setting and self-evaluation {without external reinforcement) continued
to maintain lower than baseline rates of disruptive behavior.

The present study was intended to partially replicate and extend the Turke-
witz, et al., (1975) study by evaluating the effects of the interventions used
on the academic performance of students. In the latter study, while students
could earn points for meeting teacher-determined levels of disruptive be-
havior and academic goals, the instructional materials used allowed stu-
dents to falsify their progress thus obscuring an evaluation of the effects
these interventions have on academic performance. The present study was
designed primarily to assess the effects of goal-setting, self-management
and token reinforcement ior enhancing children's academic performance
on oral reading accuracy and secondarily to ascertain their effects on at-
tending behavior. .

METHOD
Students

Five children, four males and one female, ages 11to 15 years wereenrolled
in an after school remedial reading class. Each child had a history of reten-
tion, remedial interventions, and, or special-class placement and displayed
chronic learning and behavior problems. At the beginning of the study. stu-
dents were pretested using thereading subtest of the Wide Range Achieve-

T ment Test (WRAT) (Jastak, Bijou, and Jastak, 1965) and the Gilmore Oral
Reading Test (Giimore and Giimore, 1968) and averaged reading scores of
3 10 years and 3.8 years respectively on these measures.

Setting

Classes were held at a University affiiated child study center 45 minutes
each week day for a total of 82 sessions. The classroom contained standard
equipment and was separated by a one-way mirror from an observatiop
room sectioned off to permit observers to work independently

The classroom teacher, a graduate student in special education with three
years of teaching experience, provided instruction and implemented the
experimental procedures. She was uninformed on the overall purposes of

— the study. and received specific instructions only for implementing the var-
1ous Interventions

DEPENDENT MEASURES AND OBSERVATION PROCEDURES

The primary dependent measure was the mean number of oral reading er-
rors per 50 word » imple, taken fromthe beginning section(s) of each child'’s

o daily reading assignment. Errors, which wererecorded by theteacher asthe 143
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students individually read aloud into acassette recorder, included substitu-
tions, omissions, repetitions, hesitations, mispronunciations, insertions,
disregard of punctuation and teacher aid (Gilmore and Gilmore, 1968). Re-
liability checks were performed by a trained undergraduate student twice
dunng' each experimental phase. Pearson product moment correlations
were computed for baseline and w..ndrawal, both self-evaluation goals and
token phnses and averaged 80 percent.

*

Additional dependent measures included the number of reading compre-
hension problems attempted, skill sheet, reading comprehension problems
completed correctly, percentage of student on-task behavior, student and
teacherjevaiuation ratings, and gain score results obtained from pre-post
admim_sgrations of the standardized tests.

Oﬁ-taslg student behavior was observed using a 10-second observation and
a 10-second recording sequence. Observers scored the student as on-tark
when they engaged in eye contact with matenals or teacher, correctly pos-
tured and,or responded. Each student was observed approximately 10
times during each entire 45 minute class session.

Observations were conducted by two trained students. Reliability was cal
culated using the percentage agreement method whereby the number of
agreements per interval is divided by the total number of agreements and
disagreements x 100 (Gelfand and Hartmann, 1975). Reliability scores for
on-task behavior averaged 88.8 percent across all phases.

EXPERIMENTAL PHASES

Baseline. At the start of this nine-day phase, each student was placed at an
appropriate level in either the Science Research Associate (SRA) reading
laboratory (Parker, 1973) or the New Practice Readers senes (Stone,
Grover, and Anderson, 1962) depending upon individual preferences and
according to a 90% oral reading accuracy criterion. Each day the students
were asked to (1) read the first 50 words of their assigned story aloud into a
cassette recorder, (2) silently complete and answer the appropriate ques-
tions for one story, and (3) compiete a variety of reading skill sheets taken
from the Practice Exercises in Basic Englf'sh series (Riddle and Peters,
1976). Throughout the sessions the teacher noted each chiid's progress
after the first, second and third 15-minute ime segments had elapsed and
provided occasional tutorial assistance in word attack and phonics skills
Management of off-task or disruptive behavior was handled by redirecting
the student behavior.

Goals. For each of the 10 days in this phase, the teacher assigned one aca-
demic and one on-task goal per child at the start of each 15-minute period.
These were written oncomputer cards fastened to each student's desk. The
goals assigned for the initial time period involved a description of the maxi-
mum number of oral reading errors allowable as well as a subjective de-
scription regarding the duration of on-task behavior, 6.g., "try and stay on
your work for the entire 15 minutes.” Academic goais for the latter periods
stated the number of problems to be completed correctly. All other proce-
dures were similar to those during the prior baseline phase.

Self evaluation. Throughout this 10-day phase, the teacher continued to
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specify each student's academic and on-task behavior goals and then to
rate thexr performance at the end of each 15-minute time interval Eachchild
was permitted to seif-assign a maximum of 10 points on their goal cards—
five each for academic and Qn=fask behavior, per interval The teacher kept
private ratings of tHeir behawvior, giving only general feedback regarding the
accuracy of their self-evaluations each day. All other procedures.were sim-
ilar to those during the initial baseline phase. ’

Exlqrnal tokens. Durning this phase the teacher assigned goals, rated stu-
dent performances, a informed each student of the number of points
awarded for acaderniC and social behavior following each fifteen-minute
time tnterval. These poipts were exchangeabledaily for back-up reinforcers
{e.g., soda pop, candy bars, and sthool supplies) priced at their current
market value plus one third (Turkewitz, O’Leary, and Ironsmith, 1975) All
other procedyres were similar to the baseline.phase

Matching 100 percent In this condition the children were again required to
evaluate their performance and to try to match the teacher’s ratings of their
behavior. Child ratings within one point of the teacher's earned an equiva-
lent number of points, exact matches earned a bonus point Students who
exceeded the teacher s ratings by more than cne point forfeited all points
for that ime interval The teacher continued to exchange points for back-up
reinforcers and to praise accurate self-evaluations. This phase lasted five
days with all other conditions similar to the prior baseline phase

Matching 100 percent, This condition wasa replication gl_map'lor match-
ing 100% phase and lasted 12 days <

Matching 66 percent For two days students were permitted to matchthe
teacher s rating duning two of the three umeseriods Students were pre-se-
lected to match by "ngging” names drawh from a hat Atthe end of each
15-minute Interval only the children whose names were selected were per-
mitted to match and were informed of theit exact ratings All other proce-
dures were sitmilar to the prior matching phase This condition lasted two~ —_ <
days $ I N

Matching 33 percent Thisprocedure was identical to the prior phasegkcept
that the children were chosen” to matchthe teacher for one rathepAhan two
rating periods This phase lasted five days.

. Matching 33 percent 50 percent back-ups Thus condition w;fé;\ lasted four .
days was identical to the prior phase except that only hatt of the children
present who matched were eligible to earn back-up rewards All other CONa~
dittons were similar to the first baseline phase

behavior, however all token reinforcement and matching procedures were
suspended. replicating the first seli-evaluation period for five days Allother
conditions were similar to the hirst basehine phase ) .

\ Self-evaluation, Thechildrenwere assigned goals and self-evaluated their

RESULTS . '

Oral Reading Errors

- .

The average number of oral reading errors per student (see Figure 1 and
Table 1) was calculated by dividing the total recordederrors by thenumber 145
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TABLE 1

Average Rates of Academic, On-task and Teacher, Peer Consequences
Per Experimental Phase .

# Skill Sheet
Number Compre- % Problems Skii{

Oral hension Sheet Compre- %
Reading Problems _ henslof Cor- on-
Phase Errors Attempted  rectly Completed task
Baseline 4.91 19.0 79.4 80.3
Goals 4.66 27.3 78.1 86.1
Self Evaluation 3.50 27.7 69.2 74.2
Tokens 297 - 36.6 58.4 73.3
Matching 100% 1,76 45.2 60.4 69.0
Withdrawal 3.25 40. 56.0 50.0
Matching, 100% 2,13 35.5 §56.5 48.0
Matching 66% 1.85 31.5 63.0 ° 76.0
Matching 33% 1.73 37.6 52.8 47.
Matching 33%/50% ) .
back-ups 1.31 28.5 48.7 60.
Self Evaluation, . 1.51 34. . 544 40.

of children who read orally. Reading errors averaged about 4,9duringbase-
lineanddecreased to about 4.6 and 3.8 durning the goals and self-evaluation
phases, respectively. Under the token reinforcement conditions, average
errors decreased to 2.97 and further dropped to 1.76 during the matching
100 percent phase, whereas during the withdrawal phase, errors mcreasgd
to a mean of 3.25. Throughout the second matching 100 percent phase, er-
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rors acreased to 2.13 while further decreases to 1.85, 1.73, and 1 31 oc-
curred during the matching 66 percent, matching 33 percent, 50 percent
back-up phases, respectively. A slight increase to"an average of 151 was
obServed during the final self-evaluation phase.

Number of Problems Attempted

The number of skili sheet comprehension problems attempted per phase
(see Table 1) increased to 27.3 and stabilized around this level during tze
self-evaluation phase. Further increasesto 27.6 and 45.2 were observed dUr-
ing the subsequent token and matching 100 percent phases, respectively
Problems attempted decreased to 40, 35.5 and 31.5 during the subsequent
withdrawal, matching 100 percent, and matching 66 percent phases, and in-
creased to 37.6 during the matching 33 percent phase. Problems attempted
decreased to 29.5 and subsequently increased to 34, during the remaining
. two phases.

Percent problems completed correctly

Accuracy, which was calculated by dividing the total nun ber of probiems
attempted by those completed correctly per day, was highestduring the in-
itial basehine condition. With some slight vanations, thechildi'en’s acCuracy
dzcreased consistently over the various plases

On-task behavior

On-task behavior scores were caiculated by dividing the number of obser-
vations recorded as on-task by the total number of daily observations Table
1ndicates that the chiidren s on-task behavior, with some vacillation, grad-
ually decreased over the course of the study.

Gain score results

Average student gains equaled 22 and 12raonths on the Gi/more and WRAT
tests, respectively. Posttest scores were not available for one student as he
ceased attending the project before the test could be readministered

DISCUSSION

In this study matching and self-regulation procedures were effective inde
creasing children s oral reading errors an average of about 3.5 errors per 50
word reading sample as well as in maintaiming those gains over time Similar
resuits were observed for increases and maintenance of gains in number of
reading probiems attempted as the students nearly doubled their baseline
performance levels Overall however, the prehiminary treatments did not et
fectively maintain either the children's work sheet performance accuracy or
their rate(s) of on-task behavior and the children’s accuracy in rating thetr
performance decreased throughout the later stages of the project indicat
ing the specificity of the contingency on error reduction. Nevertheless, the
children s gain scores. measured by pre-post test administrations of the
@  WRAT and Gimore tests were Substantial and exceeded expécted in 147
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creases. Although similar gains were not reported in the Turkewitz, et al.,
{1975) study, this may have been related to the fact that their students were
able to faisify their progress in reading tests by looking up the answers

The extent that positive teacher consequences contributed to the efficacy
of self-evaluation with respect to oral reading petformance is not clear.
However, the children enjoyed the "competitive” aspects of meeting the
teacher's assigned error limits as well as being responsible for evaluating
their performance, thereby enhancing the effects of the treatments. Never-
theiess, it may have been more effective to modify the observation system

sa that each child s reading behavior consequences could have been more

thoroughiy monitored. In this way the influence of external variables on the
dependent measures couid have been experimentally analyzed.

During the latter conditions children’s work sheet accuracy and on-task be-
havior scores decreased unexpectedly. This could probably be attributed to
the teacher s failure to consistently detail specific goals for the students in
these two areas. Unlike the precise specification of goals for oral reading
errors and amount of work to be completed, the teacher failed typically to
list minimal criteria for accuracy and on-task behavior. The children thus
frecuentiy hurried to compiete their assigned work, oftenignoring the qual
ity of thewr perfofmance. ’

Asn the Drabmann, et al , (1973) and Turkewitz, et &/., (1975) studies, and
concluded that the students’ inconsistency in accurate self evaluation ap-
pears to be independent of their ability to conform to teacher determined
expectations. Our findings suggest that teachers of mildly handicapped
chiidren can facihitate accurate student self-management of academic be-
haviors by assigning goals, and asking students to evaiuate their perform-
ance and to match an evaluation of their behavior To maintain accuracy,
chudren can be rewarded for appropriate self-evaiuations at intervals.
These may be largely faded as tasks become more intrinsically reinforcing.
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Mainstreaming Behavjorally
Disordered Children '\r‘tqrough
Teacher Consultation

C. Michael Nelson and Kay B. Stevens
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INTRODUCTION

Since the public mandate to re-integrate handicapped children with their
normal school peers went into effect in 1975, mainstreaming has become a
common part of our educational jargon. However, it would be stretching the
point to say that mainstreaming is a popular idea. PL 94-142 directs that all
handicapped chiidren be educated in the least restrictive environment. For
the vast majonty of mildly and moderately handicapped children, this
means the reguiar classroom. Identified exceptional vhiidren placed inreg-
ulariclassrooms for part or all of the schoo! day are said to be "main-
streamed. But are they? Uniess such children aiso rece.ve an appropriate
educational program, r.¢ suited to their unique learning needs, the
answer s no. By this criterion, it s inappropriate to claim that the majority of
handicapped children placed in regular ¢lassrooms are being mainstreamed.

Children labeied behaviorally disordered or emotionaily disturbed repre-
sentone subgroup of the population of handicapped children. However, our
position 1s that this label —in fact, any disability label --serves no purpose if
the educational objective 15 to integrate such children into the regular
school environment. As Pugach (1979) pointed out, the fundamental chal-
lenge of PL 94-1421sto provide an . . . education whichisresponsive to the
individual needs of all students. . . .” Affixing labels to some children, espe-
cially labels as stigmatizing as emotionally disturbed,” greatly impede the
processes through which this challenge may be met. Our contention s that
mainstreaming will not succeed uniess it occurs in the context of aneduca-
tional delivery system in which individual instructional programs are tai-
lored for children on the basis of their needs, rather than their qualifications
for a disability label.

Philosophically, educators are in substantia: agreement regarding the de-
sirability of such adelivery system, but practically, they raise numerous ob-
jections. The principal obstacies seem tonclude. (1) the practice of funding
special-education programs on the basis of numbers of handicapped chil-
dren dentified, labeled and due processed, (2) the prevailing two box the

ory ' (Reynoids and Birch, 1977), which perpetuates two curriculiar tracts.
one special and individualized, the other ‘reguiar” and nonindividualized,
(3) the tradition of providing special” education in separate isolated loca

tions which has kept much of the technology of individualized instruction
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out of the hands of regular educators, {4) failure to hold regular (and, to an
alarming extent, special) educators accountable for individual child prog

ress, and (5) the lack of available support services and relevant inservice
training for regular classroom teachers.

In spite of these obstacies, a few aiternative delivery systems have been de-
veloped and have operated effectively for a,number of years. For example,
Vermont's Consulting Teacher program (Christie, McKenzie, ar * Burdett,
1972, Kmght, 1978, McKenzie, Egner, Kmght, Perelman, Schneider, and
Garvin, 1970) has functioned successfully for 10 years Any child failing to
meet minimum educational objectives at any given point may be served, as
fundjngis based on the service and not the number of handicapped children
idehtified Furthermore, the consulting teacher serves children and teach-
ers in the regular classroom. individualized programs are established,
teachers are trained n individualized instructional technology through
inservice programs operated by consulting teachers, and child progress
1s systematically monitored and used as a basis for program evaluation
Biankenship and Lilly (1977) and Deno and Mirkin {1977) have developed
simifar modeis, and are training special education personnel to functionina
supportive role to mainstream teachers and pupils.

The primary advantage of this delivery system 1s that it reduces the distinc

tions between regular and special education, and, therefore, there is less
tendency to refer children who present difficult instructioral problems to
specialized programs away from the mainstream. The focus of services1son
problem-soiving by regular classroom teachers with the support of special
education personnel Our behief is that a special education delivery system
emphasizing probiem-solving consultation, inservice teacher training. and
individuaihzed educationai programming is needed in order for mainstream

ing to succeed (1.6. to make the mainstream flexible and adaptable to the
needs of ail chuidren). This paper describes a consultation delivery system
which has been pilot tested in a pubhc elementary school for two years
Case outcome and time expenditure data also are reported

PROCEDURES

Our operating procedures have been described in detail elsewhere (Marotz-
Sprague and Neison, 1979), therefore, here they will only be presented
briefiy During our first year, consultation was offered two full days a week
the first semester and three days a week the second semester Throughout
our second year, consultation services were available twice each week Five
consultants were involved in the project over the two-year period. Typically,
only one consultant was presentinthe bulldingon any given day Eachcon
sultant assumed primary responsibility for a certain number of cases, butall
consuitants assisted one another in following up on cases. Each consultant
maintdined alog of his. her ime and activities, in addition to recording data
pertinent to case management and evaluation. In most instances. a "case”
consisted of an individual child. in other, it was an entire class :

The consultation process is presented in Figure 1 An informal referral by
teachers, principal, counseior, or other schooi personnelirutiated consulta
tion services Referral meetings usually consisted of a brief discussion of a

x particular child experiencing problems in school. This was followed by a 151
<
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Consultation Process

Referral

Initial Consultation
1. Problem Specification
2. Problem Analysis

Consuitant Observation

Plan Design Consultation

Plan Implementation Consultation
1. Plan Evaluation
2. Plan Revision

Phase Out

[F;IIOVJ-up Consultation

|

Case Evaluation

FIGURE 1

more formal initial consultation meeting between the consultant and refer-
ningteacher in which a case was opened on the child and specific problems
were pinpointed and defined. The consultant typically then spent time in the
classroom or any other school setting where problems were occurring to
observe actual behaviors, The observation phase was followed by another
meeting between the teacher and consultantinwhichan intervention strat-
egy was desnghed, and data collection procedures were developed The
consuitant then made him/herself available to the teacher to assist in im-
piementing the intervention strategy. As the referring teacher became com-
fortable and competent in implementing the intervention strategy, the con-
sultant phased out services. Follow-up consultation consisted of reviewing
progress with the referring teacher and possibly collecting follow-up data
on specific target behaviors, Any necessary adjustments in the intervention
plan were made during the follow-up phase. Atthe end of consultation each
case was evaluated.

a
Near the completion of the two-year project, consultants beg{an using con-
sultation report forms which served as an |EP for consultation. These forms
were adapted from Deno and Mirkin (1977) for our own use. The forms pro-
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vided ongoing documentation and a written summary of consultation activi-
ties. Copies of the form may be obtained by writing the first author

The consultation process was evaluated from two perspectives (1) the suc-
cess or failure of each case, and (2) the specific allocation of the consul-
tant s ime among vanous activities. Evaluation of outcomes was based on
three sources of information, (1) program certification, (2) data collected by
the consultant or teacher, and (3) teacher evaluation. Program certification
indicated whether terminai objectives were met or closely approximated
and whether there was a ..eed to continue support services Data collection
provided documentation of actual behavior changes in selected target be-
haviors. Teacher evaluations, obtained via structured questionnaires, pro-
vided information regarding teacher opinion of the consultation process
Evaluation categories included "success,” which was defined as all three
criteria being met (terminal objectives reached or closely approximated,
target behavior dataindicated success, and a positive teacher evaluation),

Partial Success.” defined as two of these three criteria being met, and
“Failure,” meaning that !ess than two of the criteria were met.

The time expenditure recording system was developed in order to deter-
mine the cost of consultation. Each activity and time expended per activity
were l1ogged and kept in case folders. This enabled consultants to see ex
actly theamount of time spent oneach case, as well as the time expended in
the delivery of particular services.

RESULTS

Table 1 results presents a breakdown of service categories and total time
spent per category. As the data indicate, most consultation services were
indirect (¢ 8. involved working through the teacher rather than directlywith
the child). A shghtincrease in direct services during the 1978 79 year was
attributed to more senous consultation problems presented by students
(and in some cases, teachers) A large percentage of ime was spent in ad-
ministrative and record-keeping activities due to our interestn researching
and developing the consuitation model This time expenditure wuuld notbe
as great for those not involved in such research. However, any consultant
should expect to spend a fair amount of time 1n record keeping and daily
planning.'

Dunng the 1977 -78school year, we provided consultation for 25 cases, with
15successes, eight partial successes andtwo failures (see Table 2) Table 3
dispiays case data for the 1978-79school year. For that year, our cases were
divided into two categories—formal and informal. Formal cases refer to
consuitation involving the deveiupment of formal program plans Informal
cases refer to consultation involving brief discussion with teachers or other
school personnel where suggestions were made by the consultant, but no
formal program plan was developed. .Only formal cases were evaluated
against the criteriadescribed above Of the 13formal cases, eight were suc-
cesses, four were partial successes and one case was evaluated as afarlure

Alurther breakdown of services including the speciic activities which mado up the consulta
tion categones presented in Tabte 1, was performed. with time expenditures monitored for each
actiaity These data have not bean included in the present report in order 1o save space

To save space, inlormal case outcome data have not been included in this report

16y
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TABLE 1
Alocation of Consultation Services

1977-78 1978-79
Per- Per-
Time* cent Time cent
D;recl Services
In Regular Classroom 717 5.0 1,610 10.1
In Alternate Setling 192 1.3 0 0
Indirect Sarvicas
Con_sultation 4,475 31.4 4,305 26.9
Observation 1,896 13.3 1,991 12.4
Meetings p 2,720 19.1 3,419 21.4
Preparation and Planning 1,844 12.9 1,676 10.5
Administration 2,400 16.8 2,525 15.8
Suppliementary Services 32 .2 465 29
Total 14,276 100% 15,991 100%
(237.9 hrs.) (266.5 hrs.)
* Time reported 1n minutes.
DISCUSSION

The datandicate that teacher consultation is both an effective and a useful
service for mainstream teachers and children. Our experience over the two
year period also demonstrated to us that there is a need for professionals
working in this role 1n the public schools, However, teacher consultation is
not simpie. in many respects, itis easier to ¢i.ange childrenthan adults It is
tempting to revert back to the delivery of services directly to children rather
than working through their teachers, but, if consultation is to have an impact
on the educational mainstream, regular classroom teachers must learn new
skills. While in a few cases we were obliged to work directly with pupils, we
feel that even then techers acquired new skills, through our modeling,
which they generalized to solving other instructional problems on their
own. This conciusion is partially based on the reduced number of cases dur-
ing 1978-79 requining formal intervention, which presumably reflects an in-
crease in teachers independent probem-solving skills. As mentioned ear-
ner, we conducted a workshop on the principles of applied behavior
analysis for the school staff. After the workshop, twoteachers implemented
classroom management program which required no formal input from the
consultants during the remainder of the school year.

The vanabies influencing the success of consultation have been described
in an earlier report {(Marotz-Sprague and Nelson, 1979) To reiterate, these
include a receptive principal who Is interested in staff development; a
school ¢chimate which supports open communication and shared problem-
solving, the avaitability of consulation services for all children, not justthose
identified as handicapped, the use of a written plan, and the reliability and

16
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T TABLE 2
Case Analysis (1977-78)

Distribution of

Case Presenting Problem No. of Services Consultation TIme Evaluation
(Minutes & Percent)
. 1 4th grade male. No working, poor reader difficulty 64 1,104 7.7% Success
copying, inappropriate peer interaction.
2 5th grade class. Inappropriate behaviors. 8 167 1.2% Success
3 2nd grade male. Not completing work or following 51 670 4.7% Partial Success
s directions.
4 3rd grade male. Not completing independent 34 670 4.7% Success
written work.
5 3rd grade male. Work not complete. 28 169 1.2% Success
6 2nd grade male. Talking to self and objects. 5 35 0.2% Success
7 2nd grade male. Work not complete. 70 827 5.8% Partial Success
8 3rd grade male. Work not complete. 33 380 2.7% Failure
9 2nd grade male. Poor work habits, sloppy and 35 482 3.4% Success
inaccurate work, not following directions.
10 2nd grade male, Off task, poor achievement. 20 340 2.4% Partial Success
1 4th grade male. Work not complete. - 8 75 0.5% Success
12 3rd grade female. Work not complete, stealing. 22 170 1.2% Success
13 3rd grade male. lilegible handwriting. 7 195 1.4% Failure
14 3rd grade female. Work not complete 52 417 2.9% Success
15 2nd grade class. Work not completed or 22 475 3.3% Partial Success
inaccurately done.
16 6th grade female. Not participating in music. 3 45 3% Success
A
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TABLE 2 (Continued)

&

17 5th grade male. Crying, getting sic! avoiding 13 250 1.8% Success
gym.

18 2nd grade male. Work not complete, off-task, 23 388 2.7% Success
not wearing glasses, inappropriate behavior.

19 3rd grade male. Help in determining if ready for 5 85 6% Success
full-time regutar placement.

20 6th grade male. Poor interpersonal relations, 17 235 1.6% Partial Success
making noises, not working.

21 3rd grade male. Work not complete, poor 48 467 3.3% Partial Success
spelling.

22 4th grade class. Off-task, inattentativeness, 38 443 3.1% Partial Success
work materials not ready.

23 3rd grade male. Work not complete. 61 762 5.3% Partial Success .

24 Kindergarten male. Off-task, disruptive, doasn’t 18 285 2.0% Success
follow directions.

25 6th grade female. Inappropriate verbal behavior. 3 20 A% Success

TOTAL 9,156 64.1%




TABLE 3
Case Analysis (1978-79)
Distrlbution of
Case Presenting Problem No. of Services Consultation Time Evaluation
(Minutes & Percent)
1 5th grade male. Not completing daily written 51 658 4.1% Failure
assignments.
2 3rd grade male. Talking out in class, pestering 35 232 1.5% Success
teacher and other children.
3 4th grade.male. Not completing assignments 28 210 1.3% Success
and disruptive behavior in the classroom. ,
4 2nd grade male. Not completing assignments, 93 915 57% ° Success
off-task, and refusing to take time outs. s
5 4th grade male. Not completing assignments. 72 581 3.6% Success
6 1st grade male. Disruptive behavior, pestering 49~ 367 2.3% Success
other pupils.
7 3rd grade male. Assignments incomplete and 67 . 671 4.2% . Partial Success
inaccurate. )
8 Kindergarten female. Physical aggression toward 110 2,353 14.5% Success
other children. Disruptive out-of-seat and '
talking out.
9 4th grade male. Written assignments not 39 292 1.8% Success
complieted.
10 4th grade male. Written assignments not 77 831 5.2% Partial Success
completed
11 4th grade class. Written assignments not 39 329 2.1% Partial Success

completed or turned in. l
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t TABLE 3 (Continued)
12 3rd grad¢ math class. Math assignments not 34 440 2.8% Success
completed.
13 4th grade math class. Have not memorized 24 345 2.2% Partial Success
multiplication facts. —_— o
(Formal Total) 718 8,224 51.3%
(Informal Total) 129 1,399 9.1%
TOTAL 847 9623  60.4%
T t
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skill of consultants To ttus list we should add that we essentially had a
‘same-day’ treatment package, that Is, we could develop an intervention
plan on the same day we received the referral, if the teacher had a few min-
utes on a couple of occasions during the day. Obviously, we cculd not func-
tion as expeditiously If our cases had to be due processed We cannot em-
phasize strongly enough that if the mainstream 1s to become more
adaptable to individual differences among children, then support services
must be available to teachers for all chuldren, not just those identified as
handicapped.

in addition, consultants should have skilis for dealing with a number of re-
sistances—personal, as well as institutional. Having to deal with teachers
and administrators who do not believe a child is salvagable, who do not wish
to put forth the effort required to implementa com plex intervention, 2r who
lack the patience to try yet another approach after severa! previous efforts
have failed, tax both the technical and interpersonal skills of the profes-
sionai delivering consultation. Institutional resistances include long-s*tand-
ing school policies and practices, such as only orie basal reading series, re-
quinng children to proceed lock-step through instructional materials, and
assigning pupils to classes on the basis of arbitrary criteria

To. deal with these problemg; the consultant needs to be competent ag
change agent, However, first he/she must havea formal role in the'school ™
We lackeu the authority to hold teachers accountable and to require com-
mitments to change. Therefore, we had to rély almost exclustvely on socal
reinforcement to keep teachers going, or suggestions tothe principal thata
particular teacher deserved commendation, or should be closely super-
vised, We also felt, during our second year, that because we were not em-
ployed by the schoois, we lackeda position in the “pecking order,”and were
beginning to threaten the power structure among both administrative and
teaching staff. Having a legitimate, formalized role would reduce these
problems. We also recommend that consultants have supervisory authorty
if possible, toincrease the probability that teachers would fee} an obligation
to follow up on consultant's suggestions.

Finally, we recommendthat any delivery system, ahd particularly one which
15 expenmental, should be carefully evaluated The coding system we de-
veloped 1s one way to assess and describe the uses of consultant's time By
combining this information with case outcome data, one can evlauate the
cost-efficiency of case consultation itis unfortunate that equivalentdatas
not available on other intervention models, as this would permit direct com-
parnson of program efficacy .

‘,(
REFERENCES ‘

Blakenshup, C S .and Litly. M S.Essenklss of special education for regular
aducators Teacher Education ana\Special Education, 1977, 1. pp
28-35

Christie. L. S. McKenzie, H. S., and Burdett, C S The consulting teacher
approach to special education, Inservice training for regular classroom
teachers. Focus on Exceptional Children, 1972, 4 (5), pp 1-10.

A
A

159




Aruitoxt provided by Eic:
.

<

. { ~ e

Deno, S. L., and Mirkin, P. K, Data-based prog}ram modification. A manual.
Minneapohs Leadership Training Instittte/Spécial Education, 1977.

Knight, M F Vermont's consulting teacher model for inservice training of
educational personnel. In C. M. Nelson {(Ed.) F;eld-based teacher train-
ing Applicationsin special education. Minneapolis. Advanced Institute
for Trainers of Teachers for Seriously Emotionaliy Disturbed ChildYen
and Youth, Department of Psychoeducational Studies, University of
Minnesola, J1978. pp. 113-127. .

Marotz-Spragu€, B., and Neison, C. M. The inservice consuitant. A role for
teacher trainers working with behavior disorders in the schools. inR. B.
Rutherford, Jr.and A. G. Prieto (Eds.). Monograph 1h Behavioral Dis-
orders. Volume Il. Reston, VA. Council for Children with Behavioral
Oisorders, 1979, pp. 24-37.

MgKenzie, H. S., Egner, A. N, Knight, M. F., Perelman, P. F., Schneider, B.
M. aﬁd Garvin, J. S. Training consulting teachers to assist elementary
teachers :n the management of handicapped children. Exceptional

. Children, 1970, 37, pp. 137-143.

Pugach, M. C Education for the handicapped. Are we making any prog-
ress? Education Unlimited, 1979, 1 (4), pp. 11-14,

Reynolds, M C., and Birch, J. W. Teaching gxceptional children in all Amer-
1ca s schools. Reston, Virginia. Coupcu.for Exceptional Chiltren, 1977.

- .
< r M
M ’

C Michael Neison. Prolessor. University of Kentucky, Lexington, Kentucky

Kay 8 Sigvens. Graguate®Student, Un'verswenlucky. Lexington, Kentucky’
y e

L’




- -

. ASimplified Contingency System
for Establishing and Maintaining - .
Classroony Cohtrol in Students
Labeled Emotionally or
Socially~\Madladjusted -

~
.
4 -

. Clint Van Nagel, Ro'bertsmiinski,and Sharian Deering

3

v
INTRODUCTION

T 2pnmary purpose of th»s.partncular token system is to present a class-
- » m management system which can bring a classroom under control with
a inimimum of teacher ime and effort. This following system has been used
in departmentaiized classrooms, resource rooms, regular classrooms and
classes for students labeled emotionally (;léufbed or socially maladjusted

The power of token economies to bring disfuptive student behavior under
control and to increase pupil achievement has been demonstrated (éaer,
Wolf, 1968, Birnbrauer and Lawler, 1964, Birnbrauer, Bijou, Wolf and
Kidder, 1965, Birnbrauer, Wolf, Kidder and Tague, 1965, Karraker, 1977,
McKenazie, Clark, Wolf, Kothera, Benson, 1968, Oleary and Becker, 1967,
Oleary, Becker, Evans, and Saudargas, 1969, Osborne, 1969, Quay, Werry,
McQueen and Sprague, 1966). *

There s a need for asimple token economy classroom management system
that teachers can use to effectively manage a classroom with aminimum of
effort and instruction. This simplitied system would eliminate (1) compli-
cated record keeping, such as cycle charts and behavioral designs, (2) the
extra work which necessitates additional personnel, r.e., aides, volunteers,
etc., and (3) additional teacher ime. Such asystem should nat onlyincrease
academic achievement but should also reduce disruptive student behaviors

After a thorough reyiew of the literature, several systems were synthesized
and an operational plan was devised to create a simple system that would
meet the above criteria The Student Accomplishment Record (SAR) was

. created, tried, and modified over a period of five years until it reached its
present state.

While it s recognized that there has been a great deal of research on token

. economies, the strength of this approach lies not only in its simplicity, but 161
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al'so in the verification of its effectiveness. Over 700 classroom teachers in
various settings with vanious types of students have demonstrated the sys-
tem’s effectiveness Thedata s'u;_)phes by classroom teachersregarding the
SAR gives overwhelming support to the functional utility of this direct ap-
proach. The data.ndicate a functional relationsh:p between SARand an in-
crease in desirable behavior and achievement.

SAR DIFFERENTIATING ASPECTS’

The following aspects differentiate SAR from other classroom management
systems:

1. It does not require sophisticated teacher training,
2. Itdoesnotrequire much teacher training time, most teachers learn
the technique in an average of four hours;
" 3."It can be immeduiately established in any school;
4. It is inexpensive; » .
5. Itis applicable to all types of students in special and regular edu-
cation classrooms; ‘
6 Inmost cases, the same plan can be used to solve the majontyofa .
student’s behavior and/or academic problems;
7. It does not place an undue burden on the teacher's instructional
time;
8 The students ‘evaluate and record their own behavior, thereby
creating a condition of self-evaluation;
9. The teacher confirms or refutes the si.Jent's self-evaluation,
10. The system can be faded with a minimum of effort,
11. Mulliple schedules can be operating at one time;
12. It lends itself to student individuahzation and different teaching
styles;
13. It can be used with one student or with an entire class,
14. Students can select their own back-up reinforcers, and
15 It can be generalized into a home situation.

t
METHOD
Subjects )

¢

Through the years 1974 to 1980, a high percentage of teachers of the emo-
tionally disturbed in the northeastern part of Flonda were not certified
teachers of that exceptionality. To.llustrate, in one of thelargest counties of
this area approximately 60% of the teachers were not certified to teach stu-
dents labeled emotionally disturbed but were teaching in such classes. One
of the greatest problems of these teachers was how to quickly and effi-
ciently manage disruptive bahavior in their classrooms until they could at-
tend unwversity classes to learn speciaiized techniques To meet this need
the Student Accomplishment Record was created

‘

Procedure ,
-

The procedure for instructing the teachers was preparedin wutt‘a‘n form and
given to the teachers aiter the system was Orally explained to,them. Al-

1612 though the teachers were instructed to use the token system with their en-
(& N
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tire class, they were specifically instructed to chart the behavior of one stu-
dent over a four-week period using an ABAB behavior design or multiple
baseline design Instructions and a handout detailing each step of the
procedure were given to each teacher. Most of the teachers received this
. mnstruction in workshops requested by school districts through one-day
'workshops arranged through the Teacher EducatiorCenter or Continuing

Education Center atthe University of North Floridain JatKsonville, Florida
<

Procedural Handout Description

The handout that was given to the teachers is presented verbatim below
Along with this handout a workshop demonstration was given

Step 1. Duplicate the Student Accomplishment Record (F:g‘;ure 1) Make
about 1bcopies for each student. This will be enough for approximately half
of the school year, if done on both sides.

.

f Nane

Student Accomplishrent Record
tn order tq oarn rewards or time an the free time area, you rust earn

Lo1rts  Poanty CIn be earned by doing the following:

1 I was an the Jlassroom in ry seat

tetors the Last bell rong. (Y pointy Mon  Tues,  wed | Yhurs. = Fri,

7 N R R

i |
21 hatoa percil and paper.for | ; i ' i
N 1
AFTCHN ¢ I5-M L1 ] , | | I .
s . ! r ¢
51 d1d rot teave my teat withe | | I ; lt
i
\ ! |
04t seemaaton (4 poants) R S | ! .
T' ! | I .
K] Dostarted My work arsediately’ [ | i i
i i
AT ¥ wd. gtven to te {2 poants) L“_ _L_‘ —-‘—1 I U - _
I 1 +
5 Lotinasmed tee wnrk that s . ! ! ’ t
Freen 1) mu (3 povets, e b e b e e
’, 2 0f tra actE grvef D e ; \
' i
PRIV T IR (AR b e e Voo - e pem -
h g rot spear in Class withe ) . . |
N ! ' i
L Gut TaISINg vy rard and jetting . _— 1 !
SN W& point,) X H , i
‘ ! .
~ L
[ i AL M ;
4+ 4+ 4+ +
Grand Weekly Totals —
, Ways of tosing Points
1. Striking or pushing another student. Lose a1] points
2. Defscing school property. Lose a1l points
1. Cheating Lose all points
4. Arguieg with the teacher over points. Lose all points
FIGURE 1 .
Q Siudent Accomphishmont Record
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Step 2. Record the names of each student on manila folders in your class-
roomand plage the SARn each folder. Put the folders in a cardboard box on
a table near ygur classroom entrance, or put them iri a manila envelope
which 1s stapled to the builetin board by the door. Later you will explain to
the students that when they enter the classroom they are to pick up their
SAR and deposit it in the box or manila envelope upon leaving the class-
room. Students must be held accountabile for obtaining the SAR form them-
selves to develop self-responsibility behaviors.

Step J. Before explaining the system, ask the students what privileges or ac-
tivities they would like in the classroom. List their suggestions on the chalk-
board. Add a few suggestions such as no homework over the weekend, free
time in class, etc. Narrow the choices for the week down to approximately
five or six. Do not use too many reinforcers per week*as they can become

. unwieldy and time-consuming. Record the reinforcers or rewards on a re-

ward menu or special place un the chalkboard where all the students €an
see it. For 1deas, refer to the Reinforcement Menu in Appendix A.

Step 4. (optional) Take three minutes and use the Van Nagel Interest Inven-
tory to determine the student's interests (see Appendix B). The student's in-
terests can be converted into reinforcers. An additional advantage of using
the inventory 1s that you can use student interests to establish rapport and
then interweave them into instruction for motivational purposes.

Step 5 Explain to the student that in the real world of work, pedple have to
docertain things in order to get other things they want, ..e., labor for money,
privileges, etc. Explain to the students that you are going to give them an
opportunity to get the rewards or resnforcers they want or like by doing
things that are narmaliy expected of themn school. Now explain the system
in this way.

A. Instruct a student to pick up her/his folder from the box {Student
Accomplishment Box), or manila folder that has her,'his name on it
and go to her/his seat. Have the rest of the students do this
individually

B Oncethe students are seated, explain the Student Accomplishment
Record tothem. Have the students look at the Student Accomplish-
ment Record in their folders Explain to the students that they can
earn points for rewards by earning checkmarks Checkmarks canbe

. earned by doing the following.

1 If the student was in the classroom before the last bell rang,
he/she is to place the number in the appropriate box. e.g. If
‘the day were Mondgy, the student would place onein the first
box under Monday

2 If the student had a pencil and paper for class, she/he is t0
place the nymber one In the appronriate box under Monday.

3 If the student did not leave her/his seat during the desig-
nated time, she/he 1s to place the number four in the appro-
priate box If the student had to be reminded to stay in her/
his seat, a point is subtracted for each occurrance.

4 |fthe student started working immediately when assigned a
task, she/he is to place the number four in the appropriate
box. If the student had to be reminded to begir. a task, a point
is subtragled for each occurrence *
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5. l&e\student completed the assigned work, she/he is to
place the number four.in the appropriate box. For each task
. the student did not flnish, one point is subtracted.
6. Atthe end of the class if the student has completed 80 per-
cent of the work correctly, she/he s to place a number fourin
the appropriate box, it 70 percent of the work was correct;
three points are placed in the box; if 60 percent are correct,
two points; if 50 percent are correct, one peint is marked.
7. if the student did not speak in class without raising her/his
hand, she/he is to place the number four in the appropriate
box. The student isto subtract a point for each time he or she
was reminded to keep quiet or stop talking.
a. To minimize work, provide students with an answer
key to check their academic work. Inform them that it
they cheat or debate points, they lose all their earned
points up to that time (see Figure 1).
b. Tell the students thatthey will evaluate themselves at ‘
the end of each class period. When you tell them to
take out their SAR and self evaluate, they have one
minute to do so. Inform the students that approxi-
mately two minutes-before the end of the class, you
will come to each student’s desk“(or you may have
each student come to your desk with their SAR) and /
you will either agree or disagree with the student’s
self evaluation. The teacher's agreement will be
noted by a slash through the appropriate boxes. If
the teacher disagrees with the student's self evalua-
tion an "X" will be entered in the box/area of dis-
agreement and the teacher will enter the adjusted
number of points. After the teacher has confirmed or
refuted the student’s evaluation, the student then to-
tals up his/her points. Emphasize Yhat no discussion
regarding disagreement between i&he teacher’s ob-
servations and the student's observations can occur
at that time. \

3

] I a discussion occurs between the\(eacher aridthe
student, the student loses all points for the time pe-
nod. Itis permissible to allow a studeht to discuss a
disagreement during recess or after school. The stu-
dent must request this in writing. Re-emphasize that
students lose all points for cheating, stri}(ing another
student or defacing school property (sde Figure 1).
c. After the teacher confirms or refutes the student’s
self evaluation, the studeht is instructed to return
her/his SAR to the SAR box or appropriate manila

folder. .
d. After explaining the SAR to the students, ask them if

. there are any questios.

Step 6. At this point, the teacher explains that at the end of the week on Fri-
day afternoon, the students will total up their points and make selections
from the remnforcement menu dependent upon the points they haveearned 165
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The teacher should inform the students of the day and time period they may
obtain or use their reinforcers for reward. This usually occurs on the follow-
ing week. In some cases, with impulsive, emotionally disturbed, or very
youngstudents, it may be necessary to make exchanges after a task iscom-
pieted or at a specified time period every day. As the students develop con-
trol, the teacher should extend the time period between reinforcement ex-
changes to help develop delay of gratification.

A Pror to this, the teacher should have determined the number of
points each reward/reinforcementis worth. Atfirst, make it easy tor
the student to obtain the reinforcements. Later you will increase the
number of points required for reinforcements (inflation), and vary
the reinforcers to keep student intarest optimum. Itis generally best
to change reinforcers every two weeks. It is realized that this is, in
effect, punishing the student for achievement, but by the same
token, it more closely approximates the increasing demands society
will place on the student with increasing age and maturation

B. Optional Thereisanalternate procedure which uses only one rein-
forcement menu. This menu keeps points the same and does not
utilize inflation. In order to do this, jhe range of points between the
vaiue of the lowest item and the highest item on the reinforcement
rnenu must be made large from the very beginning of the program
Trus wide range of points permits the studentto earn more desirable
rewards as he works harder, thereby eliminating inflation, which can
inadvertently be perceived by some students as penalizing good
behavior.

Siap 7. Tell the students that each week a blank Student Accomplishment
Record wiii be placed in their folders and the ciass wil' ~2ntinue to follow the
same procedures.

FADING THE SYSTEM

When the target behavinrs of the SAR have become habit to the student, the
teacher shouid then begin to fade the system. This should be done slow'y
From the beginning, the teacher should pair up verbal praise with the rein-
forcers as they are awarded. Later verbal praise alone will serve as a rein-
forcer for desirable behaviors.

if you are not using the alternate procedure with a wide point range, begin
slowly to increase the poinis per privilege as the behaviors on the SAR be-
comehabit. Following this, vary the days that the SAR is to be used Finally,
when the student s behaviars are co isistent with those on the SAR and the
disruptions are at a minimum, they will no longer have to use the SAR

itis important to note that.n the fading process, the teacher should strive to
make it more reinforcing to be off the program thaa on it. This can be ac-
comphished by phasing out thestudents who have acquired thebehaviorsin
sufficient strengths to no longer need the support of the system For exam-
pie, if a student has earned a minimum of 115 points for three consecutive
weeks, hesshe 15.taken off the system and automatically credited with the
126 totai points per week thereafter. If the student starts to disrupt the class
or fails to maintain hus prior aqédemnc performance, the student goes back
on the SAR In essence, students work to get off the system

IS
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REASONS SYSTEM WORKS

1. It strengthens behaviors that are incompatible with disruptive and
non-task related behaviors in the classroom. if a student is sitting in
her/his seat, doing work, and not talking, it is unlikely that she/he
will be getting into trouble.

2, It shapes desirable behaviors through points earned.

3. It punishes undesirable behavior through points earned.

4. Self-evaluation continually takes place.

5. Students can seethe gradual pointincreases of the desired behav-
tors on their Student Accomplishment Record.

6. After a while, the student's behavior can become habit and gener-
alize to other situations. AN

7. It teaches students to delay gratificatibq.

8. It simulates the real world of work. (A student's parents often ex-
hibit similar behaviors in the real world of work. For example; (1)
parents must be at work on time, (2)-have their tools for work, (3)
start work at a specified time or when a bell or buzzer sounds, (4)
finish work that is given to them, (5) do the work with a certain
amount of quality, and (6) give everyone a chance to speak.

9. It gives the students an incentive to work. \

10 It forces the teacher to become aware of the stude}\t s enterlng be-
havior and to reinforce desirable behaviors. (This is done by noting
whether the student can realistically achieve 80 percen} of the work
given to her/him.) \

11. Itforces the teacher to give daily feedback to the student when the
teacher has to confirm or refute the self evaluations.

12. Work responses are rewarded equitably. N,

N
N

DATA COLLECTION \

It wouid be impossibie to present all the data collected on the SAR at this A

point in ime, Below are three randomly selected studies that are represen-
tative of the effectiveness of the Student Accomplishment Record.

in each case the undesirable behavior was observed and charted for five or
more days (see Baseline 1 on Figures 2,3, 4). The Student Accomplishment
Record was instituted and the undesirable behavior decreased (see Treat-
ment 1 on Figures 2, 3, 4). The Student Accomplishment Record was with-
drawn and an increase in the undesirable behavior was noted (see Baseline
2 on Figures 2, 3, 4). The treatment, Student Accomplishment Record was
reinstituted and the undesirable behavior decreased (see Treatment 2 on
Figures 2,3,4). As that behavior became internalized the system was faded

DISCUSSION

The present token system, SAR or Student Accomplishment Record, is a vi
abie, effective, and efficient approach for the new teacher of children la-
beled socially or emotionally disturbed or the veteran teacher of socially
and emotionally disturbed. It can be modified to accomodate different types
of situations and different time periods. The authors invite others to snare
with them any research and/or experiences with the system including modi-
fications or improvements to it.
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Case 1:
Student Accomplishment Record
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Spectfic Problem: _Student Is soclally disruptives» talks out without permission ’

1

|
Student - Johnnie e Kesearch Teacher: Len Ash

Ayer L] e e Date: | Winter, 1979
Type of class Emotionally handicapped, resource room .

Reliability Check Day 2291%; 6:94%; \1-86%; 16-87%; 20 %; 25 8% !




b

O

ERIC

Aruitoxt provided by Eic:

Case 2:
Student Accomplishment Record

Baseline 1 Treatment 1 Baseline 2 Treatnent 2
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Specific Problem:  Student hits other students.

Student Hichaed o Research Teacher: Nancy Dorsey
Age: e Date: March, 1912 =
Type of Class- Resource Roun, math & reading Instruction

Realibility Check  B1302%, T1s90%, B2a94¥, T2s9)% _

170




- &
] [ 3
o
/
- Case 2
/ Student Accomphshment Record
) / Baseline 1 Treatment 1 Baseline 2 Treatment ¢
B 10 ' ] 1
1 1 I
/ 9 1 1 !
] i 1
/ 8 1 {
/ I 1 1
J 7 ' 1 1
. I 1 1
6 I ] ]
/ ' ) 1
205 5 ! 1 1
| i 1
/ 4 ] 1 ]
£ ! 1 1
/ 3 ] 1 1
‘ | i 1
/ y 2 i 1 1 .
1 | ]
1 ] 1 ]
1 1 ]
0 | — 1 1 N\
i . I ! A e
Y7356 178 172 3747576 /'8 172 3 4 5 6 1 8 1772 3 4 56 1 8

specific Problem _Student is physically and verbally abusive--he hits other children,

4

Research Teacher:_Toni Xaufman

Student: _Rus'y e
Age- 9 —— Date: Minter, 1979 .

Type of Class: Institution

-
LY
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Appendix A: Reward or Reinforcement Menu

Directions, Permit students to suggest five reinforcements per wi‘aek for
which they would like to work, Make sure the reinforcements
vary from a small number of points to alarge number of points
Change the menu each week to prevent satiation. List the re-
wards selected on the chalkboard.

1.0 Primary Reinforcers

1.1 touch
& 1.2 hugs

1.3 movement

20 Secondary Reinforcers (no expense to the teacher)
2.1 teacher praise .
2.2 project
2.3 field trips
2.4 free time
2.5 “be the teacher”
2.6 class leader
27 more movies
2.8 work at own rate
2.9 daily responsibilities
2.10 recess ’ -
2 11 listening to music
2.12 using felt-lip pens
2.13 play in interest center
2.14 painting
2.15 use chalkboard
2.16 tokens
2 17 special duties
2.18 select seat mates
2.19 stickers, stars
2.20 extra library
2.21 use of toys brought from home
2.22 peer control
2.23 fine up first
2.24 other teachers’ approval
2 25 no homework
2.26 advance to higher group
2.27 extra physical activities
2.28 longer recesses
2.29 public graphing
2 30 daily report card
2.31 peer recognition
2.32 pai on back
2 34 attention for appropriate behavior
2.35 use of school materials
2.36 run orrands
2.37 aitendance certificates
2.38 displaying good work
2.39 be on committee
2 40 help clean room 171
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.41
242
243
2.44
2.45
2.46
2.47
2.48
249
250
2.51
2.52
2.53
2.54
2.55
2.56

257
258
2.59
260
2 61
262
2.3
2.64
2.65
2.66

reading comics {brought from’home)

playing chess, checkers, etc.

drawing

playig tic-tac-toe (brought from home)
playing with tipker toys, dominoes, etc. {from home)
taking class roll

cleaning teacher’s desk *

using overhead projector

erase chalkboard

watering plants

helping in cafeteria

operate filmstrip projector

free time to be left alone

work on puzzle

work on car part

use phonograph with earplugs or radio or tape recorder brought
from home

play cards with a friend N
take class pet home for weekend

have work displayed . N
sit next to teacher

Green Stamps

read book of choice

note or praise sent home

lavatory pass

extra drink of water

student suggestior:

Appendlx B: Van Nagel Quick Interest Inventory

Directions Theinterviewer should be sure tolet the students know that this

NV EWN —

interviewing inventory is designed to help the interviewer know
and understand the student better. It is-also designed to find out
what the person's interests are and what Is reinforcing to the
person. The interviewer should tell the student that there are no
right or wrong answers to the questions. The answers are unique
to the individual. The interviewer should write the answers given
by the student under the questions or on a separate sheet of
paper. The interviewer should feel free to further question the
student about the answers given to thequestions. Theideais to
evoke information concerning interest patterns and reinforce-
ment preferences of that student. The interviewer should read
verbatim to the student the following questions:

Name three things that make you happy.

Name three things you like to do in your spa.3 or free time.
Name three thirgs you like to buy.

What games do you like?

Who do you like to be with? Why?

Do you have any hobbies?

. Do you belong to any clubs or organizations?

Do you watch television? What programs?

17,
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9. Do you go to the movies? What:type of movies do you like best?
10. Boyou lisfen to the radio? What radio programs do you like best?
11. Do you read books, magazines, or the newspapers?
a. What typé of books or stories do you like?
b. Do you have any books of your own?
c. What type of magazines do you like to read?
4 What sections of the ndwspapers do you like best?
12 vou hike to have someofie read to you? If so, what would you like
re. 0 you? .
13. What did you like to do when you were very young? (Would you like
to do this now?) ‘
14. Do you have any pets? Would you like a pet? What Kind?
15. What have you been interested in lately?
16. What schoot subjects do you like the best? Why?
17 What school subjects dojyou like the least? Why?
At this point the interviewer should look over the responses for
patterns ol interest and potential reinforcers and answer yourself
the following questions. The answers should be recorded on a sep-

arate sheet of paper. 1
A DoestheQueshonnairesh&wapattern of interests? If so, group
them.
R Are there any interests that appear to be sustaining? Star those
' that appear to be sustaining.
C Looking at theinterests note how they vould be used-as
reinfoicers.

D Rankthe reinforcersgleaned fromthe interests as suspect rein-
forcerg until they prove effective upon application to agivensitu-
ation. IMhe behavior increases as a result of the applied suspact
reinforcer, then the suspect reinforcer is in actuality areinforcer
for that particular student. If the susp.act reinforcer does notin-
credse the behavior to which it is applied, it is to be dropped
from the list. Using this proven reinforcer, the approach can be
initiated. Later, using the same procedure other reinforcers can
aleo be tested for effectiveness. 4
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Teacher Tolerance:
A Major Factor in Deviancy
Identification -

George J. Yard and Richard L. Thurman

*+ ABSTRACT

This Study was a post hoc investigation of the differences found tn ratings
obtamned from thrae groups of teachers focusing on their tolerance level for
specilic inappropriate behaviors. Filly-five teachers (Group A - 21 reqular
educalors. Grqup B = 19regular educators, Group C = 15special educalors)
waere asked o rate ther tolerance level for specific inappropriate behaviors on

\ alourcategory scale Thescalewas the Teacher Tolerance Scale (Yard. 1977)
developed at the University of Missouri-St, Lours The ratings were compared
betweon group totals and subcategory totals The results showed that teachers
1n an introductory class for behavioral disorders rated thaur tolerange level to-
ward inappropriate behaviors siy ~ificantly higher than teachers in regulared- *
ucation The results were discussed with regard to the posstbie dillerence
amang and between groups ’ '

’

\ INTRODUCTION

In 1854, Thoreau wrote of individuals who maiched to the beat of a different
drummer Those words seem particularly appropnate to the area of human
behavior It 1s gerierally accepted that individual behavior 1s and can be dif-
ferent, that we have no one single pattern of behavior Conversely, 1t1s also
ccepted that individuals react thiferently tothe behaviors of others Most of
tion+s due to individual athitudes and galues Although individuality
in behavio rns might be ethically supported by a “free” society, itcan
also create prob when the issues of abnormal behavior becomes a
focus of concern Nundkawana (1965) stated that tQ un-erstand abnormal-
ity entailed some knowledye of normality, and normality suggests that there
are some behavior patterris more desirable than others Unfortunately we
tend to lack a universal agreement of what constitutes a“value-freg” defim- )
tion of normanty (Mowrer, 1965), irrespective of abnormality So, whi

ciety has imposed broad legal and social standards for behavior, much 1s
left to the judgement of individuals.

The school systems have become involved in this judgemental process for
various reasons (Remnert, 1972) The evaluation of student behavior is a
most crucial aspect of the teachers role. Rich (1977) said that teachers are\,
thg mosl responsible for the identification and referral of suspected behav-
Jor disorders 1n children and youth. This process continues to be accom-
ptished even though through the years studies (Woody, 1969), have ques-
tohed the teachers judgement of abnormal behaviors and the fack of a
common societal definition for behavior disorders (Mour, 1977) Further-
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more, the enlire classroom ecological system (Postman and Weingartner,
1969) is rarely taken into account or considered \nstrumental, with the onus
of responsibility residing within the individual child identified as behavior
disordered Becauseof such factoss, behavior disorders are seen as a value
judgement (Rich, 1977} which is dependent upon the teachers perception
{Mour, 1977), sensitivity and expectations (Kauffman, 1977), rather than
specified objective cntena Certainly a need exists to amehorate this
process

It has been suggested that the pr.ocess might be improved upon if teachers
would exam.ne and evaluate their own attitudes, behaviors, expectations
and values Mour (1977) stated that teachers must understand themselves
and how they relate to children because of the reciprocal influence of their
behavior Jersild (1955) said that while it 1s difficult for a classroom teact.er
lo analyze his’'her expectatior 'nd values concerning disruptive annoy-
ances, itis essentia! Gordon J) said "one of the most difficult problems
that teacher faces in analyzing the learning situation 1$ assessing his (her)
behavior " (p. 89) Rich (1977) requested that teachers evaluate chil-
dren’s behavior from both an individual perspectnve and the teacher's own
axpectations and values. Thus such suggestions imply that an individual
evaluation process would allow teachers to better know themselves profes-
stondlly and perhaps create a more positive classroom ecology.

Y . .
This investigation was directed toward assisting teachers toward this end.

That is, because of the lack of commonality in definition, attention was di-
rected at (A) the various types of maé‘)propnate behaviors, and (B) the de-
gree to which teachers wuuld accept inappropriate behaviors before seek-
ing outside assistance. The Teacher Tolerance Scale (Yard, Note 1) was
developed to assess the tolerance levels of teachers concerning the various
types of inappropriate behaviors which might occur in the classroom. It was
realized that teachers would accept some inappropriate behaviors for a
cons:derably longer period of time than they wouid other inappropriate be-
haviors It was the investigators philosophy (based upon several years of
observing children producing inapproprnate behaviors) that teachers spend
a considerable amount of time avoiding inappropriate behaviors. Teachers
respond to aparticular inappropnate behavior when they canno longer tol-
erate that behavior, in other words, when they have reached that tolerance
leve Tolerance therefore, suggest both interaction and noninteraction be-
tween the teacher and students. It was felt that the teacher's tolerance level
wés most instrumental in determining the sevenity of the mappropnate be-
havior Thatisthe point at which the teacher sought outside assistance. The
purpose of the Teacher Tolerdnce Scale was to help individual teachers be-

.come aware of their own “tolerance level” for diffeient types or kinds of

inappropriate behaviors exhibited in the classrooii. The purpose of this
study was to piiot the instrument and determine its utility with classroom

teachers ,

} METHOD
éub]ectg

The subjects comprised three groups of graduate students who were at-
tending summer school at a midwestern university. The groups were repre-
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sented by two classes of students in the same elementary education course
(Groups A & B) and one class of students enrolled in an introductory course
_ 1 behavioral disorders (Group C). All the subjects were curren{ly. employed
teachers 1n various School districts within this geographic area

Group A was composed of 21 females with arnean age 0f 26 Allhad bache-
tor degrees in education and hife certification in either elementary or second-
ary education. Therr teaching experience rangsd from 0 to 18 years
(X = 3.5). The majonity of this group taught in suburban schools, in grades
K-6, with a mean class size of 25. These teachgrs taught classes which were
composed of predominately white males. )

Group B had 19 subjects most of which were female who had mean age
30 All had bachelor degrees in education and ife certificationin eitherele-
mentary or secondary education. Their teaching experience ranged from
two to 16 years (X = 5.9). The majority of the group taught in suburban
schoots, iIngrades K = 6 with amean class size of 26 These teachers taught
ciasses which were gredommately white and with an even sex distribution

Group C had 15 subjects the majority of which were females who had a
mean age of 26. All had bachelor degrees in education and life certification
in either elementary or secondary education Their teaching experience
ranged from O to 10 yearsof experience (X = 3.5) Themayority of the group
taughtin suburban schools ingrades K-6 witha mean class sizeof 15 Therr
classes were predominately white males.

Instrument

The Teacher Tolerance Scale (Yard, Note 1)is a 107 item checklist format of
observabie and measurable inappropriate behaviors The scale was devel-
oped by asking a random sample of 98 teachers to anonymously list all the
types of inappropriate behaviors that students could produce in the class-
room. The behaviors were then reviewed by three different trained raters
who selected the most commonly mentioned inappropriate behaviors
Those behaviors were placed into four categorical groups by the raters The
four groups were. Academic Inappropriate Behaviors, Destructive iap-
propnate Behaviors, Physical Inappropriate Behaviors, and Verbal Inap-
propriate Behaviors. Each of the categorical groups also contained sub-
categories which identified the target of the inapproprnate behaviors The
Academic, Physical and Verbal Inappropriate Behavior categories con-
tained the subcategories of Self, Peer and Authority The Destructive Inap-
propriate Behaviors category had the behavioral subcategories of Peer, Au-
thority and Inanimate.

Teachers are asked to rate thei tolerance for ech of the indixidual_behav-
10rs on the scale. They were asked to g‘uage how long they would keep a
child who produces inappropriate behavior(s) in his/her classroom The
guage of tolerance for any one-day span was determined by how long
_ hersshe would individually work with the specitied behavior before he/she

sent for help. The teachers were asked to rate the appropriate quartile level
Level 1 = 0-25percent tolerance for the day, Level 2 = 26-50 percent toler-
ance for the day, Level 3 = 51-75 percent tolerance for the day, and | evel
4 = 76-100 percent toleianoe for the day. Thus, an example would be, if a
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TABLE 1
Msan and F-Ratio's for Post Hoc Comparisons
F-Ratlos for
. . Means Post Hoc Compatrison
Scale GroupA GroupB GroupC F-Ratio AvsB AvsC BvsC
2 — —_

-1. Physical Inappropriate (Self) 40.42 44.57 52.66 3.14@ .043 3.120° 160
2. Physical Inappropriate (Peer) 8.81 8.21 9.93 .81

3. Physical Inappropriate (Authority) 12.04 9.36 14.27 3.38@ .009 .056 409
4. Physical Inappropriate {Total) 61.28 61.73 76.86 3.37@ .000 2.774° .308
5. Verbal Inappropriate (Self) 7.76 8.21 9.93 1.68 ‘

6. Verbal Inappropriate (Peer) 26.95 30.10 36.53 3.30@ .042 3.265** 173
7. Verbal Inappropriate (Authority) ° 29.90 29.47 39.33 3.54@ anr 349
8. Verbal Inappropriate (Total) 64.61 67.78 85.80 3.32@ .0og 3.018* 257
9. Academic Inappropriate (Seif) 23.48 22.47 29.60 2.25 - ¥
10. Academic Inappropriate (Peer/Authonty) 12.71 12.89 16.66 4.13@ .000 3.454*" 370
11. Academic Inappropriate (Total) 36.]9 35.36 46.27 3.14@ .001 2.391° 320
12 Destructive Inappropriate (Peer) 20.95 17.36 25.40 4.27@ . .106 1.366 ©.524
13 Destructive Inappropriate (Authority) 13.90 11.52 18.00 4.10@ .068 1,700 499
14. Destructive Inappropriate (Inanimate) A 9.63 16 06 9.92@ 115 4.820** 1.186
15 Destruttive Inappropriate (Iotal) 47.42 38.52 59.46 6.30@ 142 2.410° 773

@ = significant at or beyond p<.05 ) -
top<10 .
. px05 ' e ,
~ R l '




teacher would accept a studentleaving the room without permission (Phys-
ical inappropnate Béhavtor-Self) 20 percentof the day, he/she would check
the first-leve! block. It 1s important for the teacher ta understand that the
block levels (1, 2, 3, 4) represent the percentage as to how long the teacher
would individually accept or work with the behavior before obtaining out-
side {the classroom) assistance. The Teacher Tolerance Scale can be seen
in Appendix A.

Procedure

-

The Teacher Tolerance Scale (Yard. Note 1) was administered individually
to the subjects on a voluntary basis during one of their regular scheduled
class periods. They were instructed to first complete the demographic in-
formation section and then wait for further instructions Upon completion of
the demographic information section they were verbally instructed to

please read each behavior and consider how long you accept the behavior

in any one given day for achild before you would call for outside assistance
{calling principal, guidance counselor, etc., to your-room or sending the
chitd to their offices). If the acceptable amdunt was, for example 20 percent
of that day, check the first category of the rating scale. Likewise, if the be-
havior was totally unacceptable you would still check the first category
Remember. a check 1n category 4 means you would accept the behavior
somewhere in the range of 76 percent to 100 percent of any one givenday "

No discussion of the items among or betwzen the subjects and investigators
were permitted aitertheinstructions were given Any interpretations had to
be carried out solely by the individual subjects. The participants were given
all the time necessary to complete the scale with all easily completingitin
about 25 minutes. The completed Teacher Tolerance Scales were returned
to the investigators when the participants completed them

Statistica! analysls

A one-way analyss of vanance design (Edwards, 1968) was used to exam-
ine differences between the means obtained from the subcategories of the
Teacher Tolerance Scale. Tests for significance were made atthe 05 tevel
of confidence. Post-hcc compansons among the means were made follow-
ing asignificant F ratio using the Scheffé (1955) method Thep~ 10level as
suggested by Scheité, was used as the significance level

RESULTS

The analysis of vanance found significant F ratios (df - 2,52)atthe 05level
and bayond for twelve of the fifteen subcategories of the Teacher Tolerance
Scale Theonly subcategories not obtaining significant F ratios were Phys-
ical Inappropriate-Peer, Verbal Inappropriate-Self and Academic Inappro-
priate-Seli The post-hoc comparisons for the significant F-ratios (Scheffé,
1955) tound Sigmificant differences in nine of the 15 subcategories Theyin-
ciuded the total score for each of the categories (Physical, Verbal, Aca-
demic and Destructive Inappropriate) and the subcategories of PI-Self
Vl-Peer, VI-Authoiity, Al-Peer and Authority, DI-Peer and Dl-Authority All
of the significant differences were found to exist between Groups A and C
The results of this analysis are shown on Table 1.
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TABLE 2
Ten Most Serious Behaviors

Group Mean Item . Category * Sub-category
(A) 1 1380 Spitting at peer DestructionInappropriate Behavior Peer
2. 1.523 Masturbation Physical-Inappropriate Behavior Selt
3. 1.550 Spitting at authority Destructive Inappropriate Behavior Authority
4 1.571 Stealing from peers Physical Inappropriate Behavior Peer
5. 1.571 Hiding po:sessions of peers Physical Inappropriate Behavior Peer
6. 1.671 . Teipping peers Destructive Inappropriate Behavior Peer
7 1.619 Calling teacher names Verbal Inappropriate Behavior Authority
8 1.619 Pulling hair of peers Destructive Inappropriate Behavior Peer
9 1.619 Throwing spit wads at authority Destructive Inappropriate Behavior Authority
10. 1.666 Kicking authority Destructive Inappronriate Behavior Authority
(B) 1 1.157 Hitting teacher Destructive Inappropriate Behavior Authority
2 1.157 Throwing objects at teacher Destructive Inappropriate Behavior Authority
2 1.166 Smoking Physical Inappropriate Behavior Self
4 1.166 Possession of drugs—peer . Destructive Inappropriate Behavior Peer
5 1.263 Possession of drugs—self Physical Inappropriate Behavior Self
6 1263 Pulling ortea, ing teacher's clothing Physical Inappropriate Behavior Authority
7 1.263 Kicking authority Destructive lnappropriate Behavior Authority
8 1263 Destruction of materials Destructive Inappropriate Behavior Inanimate
9, 1315 Stealing from peers Physical Inappropriate Behavior Peer
10 1.315 Spitling at authority Destructive Inappropriate Behavior Authority
{C) 1 1400 Possession of drug’s-—-peer Destructive lnappropriate Behavior Paer
2 1.500 Possession of drugs—self Physical Inappropriate Behavior Self
3 1733 Hitting peers with objects Peer

1 (" '(’ Destructive Inappropriate Behavior

\
v
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Som~on s

1.800
1,800
1.866
1,866
1.866
1.866
200C

"TABLE 2 (continued)

Destroying peers possessions
Possession of weapons—authority
Possession of weapuns—peers
Stealing from peers

Spitting at peers

Throwing objects at peers

Kicking peers

Physical Inappropriate Behavior
Destructive Inappropriate Behavior
Physical Inappropriate Behavior
Physical Inap.‘opriate Behavior
Destructive Inappropriate Behavior
Destructive Inappropriate Behavior
Destructive Inappropriate Behavior

Peer
Authority »
Peer
Peer
Peer
Peer
Peer
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Asecondary analysis was conducted to identify theten most serious behav-
1ors as seflected by ratings of the three groups. This was accomplished by
ranking the mean scores for each of the 107 inappropriate behavior items
The results of this analysis can be seen on Table 2.

DISCUSSION

Thentent of this investigation was to determine whether discrepancies ex-
isted i1n the tolerance level for inappropriate behaviors in three different
teacher sampies. A secondary focus was toidentify the types of inappropri-
ate behavior that the teacher samples rated as most serious The assump-
tion 1n this inquiry was that a basic understanding by teachers of their
tolerance for inappropniate behaviors is helpful both personally and
professionally. 1

in the context of the mited scope of this study, it was found that significant
differences in teacher tolerance levels not unly existed, but could also be
measured. As can be seen on Table 1, significant differences between
Groups A and C were found on ama)ority of the subcategorles In compar-
ing the two sampies demodraptucally, there were more similarities thamdif-

ference The only major(difference was that Group C was beifig trained in
the area of behavior disorders. Thus, teacher tolerance might be linked to
teacher training. Further research should be directed toward such variables
before this can be stated conclusively. Interestingly, Group B had no signif-

icant dmerences on the Teacher Tolerance Scale subcategories when
compared to Groups A and C. The results centered it between the two
groups Group B sdemographic dala revealed that the teachers in this sam

ple were older (X — 30 years) and had the highest mean for years of teach-
ing experience (X ~ 5.9 years). Perhaps, maturity andyears of teaching ex-
penence are also instrumental variables in teacher tolerance levels Again,

further research needs to be undertaken to study these factors

When companng the rankings of the ten most serious behaviors, Group C's
overail mean scores were higher than the means of Groups Aand B Also,

the inappropniate behaviors selected by Group C were different than those
selected by the other two samples. Group A and B indicated more concerns
about inappropriate behaviors directed toward authority, while Group Cin-
dicated greatest concerns with inappropriate behaviors directed toward
peers )

in a fellow-up discussion with the participants the investigators found that
the teachers viewed the inappropniate behavigrs from degrees of accep-
tance Thatis, some teachers found most of the behaviors as ‘otally unac-
ceptabie, while other teachers viewed the same behaviors with a higher de
gree of acceptability (tolerance). Some teachers viewed the behaviors as
severe but would tolerate those behaviors for a considerable length of time
Other teachers rated the behaviors as severe and would only tolerate them
.forashort ime Teachers whoindicated ahigher tolerance rated the behav
1015 as less severe Furthermore, the degree of teacher tolerance tqward
specific behaviors appears so inconsistent that when a label of be?avuor
disordered 1s placed upon a child that label is inconsistent in its meaning
Thereforethe child is labeled behavior disordered not on the basls of Objec-
tive criteria, but on the basis of the tolerance level of the teaching personnel
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for behavior exhibited This inconsistency further supportsthe contentions
of Mour (1977) and Rich (1977) concerning the ambiguity of the label, be-
havioral disorders.

The results of this investigation support the suggestions of Mour (1977} in
which he conciudes that teachers witlingness to examine and modify their
own behavior was necessary for afunctional classroom balance He further
suggests that teachers behaviors may be the causa/source of unacceptable
student behaviors. It is the investigators opinion that if teachers understand
their tolerance levels for various inappropriate behaviors, they will increase
their objectivity in teacher,student relationships. This information woulid
assist them both personally and professionally. -

Some cauticns.are in order. First, this investigation was a pilot study which
utitized a imited sampie (size and sex distribution) from one university and
therefore may refiect a sampling bias. Secondly, the gathering of dataona
percentage and,or average basis causes some of the individual information
to be lost. Trurdly, the instrument itself, being a rating scale is subjecttoer-
rors. Good and Brophy (1977} otate that rating scales have the following
drawbacks (A) forcesthz rater to make a qualitative judgement, (8) difficul
to rate performance dismensions separately, and (C) subject to halo effect
errors

in conclusion, the Teacher Talerance Scale appears to have immense po-
tential utiity with teachers Within the past couple of years writers {(Mour,
1977, Rich, 1977) have suggested that teachers examine their own attitudes
and behaviors They suggest that the teacher is the mostimportant tactorin
the classroom ecology, and that the onus of responsibility forinappropnate
behaviors not be ptaced solely on the student. While these suggestions 2p-
pear valid, they have largely gone unheeded. This investigation has shown
that teacher tolerance levels can be examined. Further research should con-
tinue to investigate the areas of teacher attitudes, behaviors and tolerance
as they relate to the classroom ecology. If for no other reason. investiga-
tions of teacher toierance should cause educators t¢ reexamine their atti-
tudes and strive to become as "objective” as possible in their classrcom be-
havior along with their analysis of student behavior
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APPENDIX
Teacher Tolerance Scale

Persona} Information: (check appropriate blank or £111 in where applicable)

1. Teacher's age:JR0 to 29 __; 30 to 39 __; 40 to 49 __; 50 and up ___

2. Sex: Female 3 Male

3, Years of teacning experience:

Masters __; Masters + 30 H

4. MHighest degree held: B.S. or B.A. i

Specialist ; Doctoiate _

5. Certification areas: (list only life certification)

6. Teacher pupil ratlo: 0 te 14 __; 15 to 29 i 30 and vp ___

7. Predominate race of puplls: o
8. Average parent incomes: O to $4999 __ $5000 to $9999 ___
$10,000 to $14,999 _ _; $15,000 and wp __

9, Geographic location: rural _ suburban ; urban

10, Predominate sex of classs Female 3 Male |

11. Grade level of clads: (these represent actual grade placemcnt)

Ktod 3 4tob 5 Tted 3 10 to 1&

Rating Scale
1 = Onto 252
2 = 26 to 50%

3 = 51 to 75%

4 = 76 to 100X .‘\;/
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| Physical Inappropriate thp»;tgr Verbal Inappropriate Behavior
1. LI 3 T 1. Self 1203 4
- . I ~ «, shouting
| | b. crying
c. plcking nose G- €, tempear tantrums
d. woving desk (roum; Todm d. belchiug
e. masturbstion P
t. huyﬁ\: Toom without . 11, Peer 123 4%
pecnission
3. tardiness s, using profanity )
h. sulking snd pouting b, excessive talking
N {. pencil sharpaning with and to Pesrs
during leason ¢. shouttng
J3s vnhn; around d, tslkiny to prevent
AN durlhg lesson ‘ peeara 1Tom vorking
%, getting-ut sf scat €. nang callling
1. swapping fingers f. laughing at or mak=
m. foor tapping ton fun of others
n. smoking *- tnterrupting peers
o. making faces o lying
p. heterosexual activities {. whinning
q. leanlpg back on chairs 3. tattllny
t. falling out of sest k. tnreatening
s. falling over i{n desk 1. argulng
t. possesaton of drugs nm,  teasing
. n. Imitatirg
11. Peer 1 213 4 t1t. Authority 1. 2 3 &4
e, stealing from psers s, using profentity
b, hiding paers ' possessions i b. excessive talking
c. going toto peera’ desks ¢. shouting
d. pulling or tesring d, talking during
clothing lesson
e. destroying peers’ e, not raising hand
possesaions - to talk
f. calling teacher
111. Authority 1 23 nanes 5
§. intsrrupting tescher -
a., otealing from tescher h., lying
b. hiding tsachers’ f. wvhinning
possessione §. tattling
c. going into teschers' k. threatening
daak 1. talking back
d. daeftance (stomping avay, m. susbling
slaming door; etc. . he aTxuing
o, dsatroying teacher's o. imftating
) possessions
f. pulling or tesring Rating dcaly
teecher's clothing 1 1 =0 to 2%
2 = 26 to 50%
3«51 to V%
4 = 76 to 100%
€] >
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Academic Inappropriate Behavior Destructive Inappropriate Behavior

1. Salf 1.2 & L. Pier 123 4
. o, verbel rafusel to do A, hitting
aseignment b, touching
b. not doing sesignment ¢, hittin; others
¢, working at inappro- with ot:jects
priate time d, throwing objects (at)
d, procrestineting s, kickin,
e, wasting extra time f. pushing
{. {tnattentivenses g. opitting
g, doodling h. throving epit wade
h, cheating i, tripping
t. sloppy work §. pulling hair
3. not dofng hoswework kK, posssesion of
k., destroying work waspons
1. possession of druge
11,  Peer ond Authority 12 3 4 II. Authority 1 2 3 &
a. pleying with peers 8. hitting tsacher
{netesd of working b, touching taachar
N b. copying others® work ¢. throwing objects (at)
¢. requesting pesrs’ d, kicking
help e. pushing
d. inattentivences to €, epitting
teacher g. throwing epit wads
&, Teguesting dirwctions h. possession of
after {netructions . wespons
. heve been given |__]
’\(. destroying work 1 111, Insnimate 1 2 3 &4
&, throwing trash on
{loor
r b, banging on desks
and tablas
¢. sitting on top of e
Rating Scale desk |
1 %0 to 2% dv tuming furniture :
- .r 9
3= 26 o 301 s, destruction of P
3 « 51 to 5% nat
¢ =76 ta 1008 risle '
f. defacing matarials

<
Y
L
-

, | ' 187
ERIC

Aruirext provided by enic [l q




Review qf Self-Control Research
with Behavibrally Disordered and.
Mentally Retarded Children

Robert Rueda, Robert B. Rutherford, Jr.,
and Kenneth W. Howell

€ INTRODUCTION

' Currently there appear to exist several different approaches to seif-control
and there is a tendency for investigators to focus on one or r -ore of the hy-
puthesized subdomains of self-control. The existence of these subdomains
and the diversity of the definitions applied to them make it somewhat diffi-
cult to review and summarize this body of research. As an organizational
aid, we have chosen to treat self-control from the traditional behavioral
model consisting of antecedent and consequent events. Antecedent inter-
ventions include self-speech and self-regulatory events occurring before
the target behavior (e.9., Meichenbaum and Goodman, 1971). Consequent
interventions, on the other hand, include self-regulatory events such as self-
monitoring or self-reinforcement occurring after the target behavior (e.g.,
Broden, Hail, and Mitts, 1971). The present review is limited to studies of the
second category, namely investigations involving consequent interventions.

Along with the transmission of information and acquisifion of academic and
sqcial skills, the schools have as their primary objective the facilitation of
children's learning to independently manage their own behavior. John
Dewey (1939) observed that, “the ideal aim of education is the creation of
the power of self-controi” {p. 75). Johnson and Martin (1973) make a similar
observation that, “The development of self-regulation ha& consistently
been viewed as one of the most important objectives of the socialization
process” (p. 69). However, self-regulation is rarely approached as a skill to
be independently and systematically taught. Lovitt (1973) notes “that self-
management behaviors are not systematically programmed (in the schools)
which appears to be an educational paradox, for one of the expressed ob-
jectives of the educational system 1s to create individuals who are self-
reliant and independent” (p. 139).

A number of writers (e.g., Holt, 1964, Rogers, 1969, Postman and Wein-
gartner, 1969) have, in fact, cniticized American public education for its con-
stantemphasis on the external control of children's lives and the systematic
suppression of their independent thought and action. The schools have
been viewed as the primary agents for fostering conformity among children
and youth. Individual, self-initiated behavior is seen as sacrificed in the
name of control and order In the classroom. Programming is designed to
maintain the child within the group, rather than as an independently func-
tioning individual.
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One of the pnimary causes of hmited freedom in the schools is the develop-
ment of a behavioral technology in the schoois which has facilitated this
emphasis on the external control 6f children's behavior rather than or the
development of children’s self-control. Behavioral applicationsinthe class-
room have been criticized for their reliance on techniques for making chil-
dren still, quiet, and docile (Winett and Winkler, 1972) In addition, they are
cnticized for the fact that the target behaviors in question, and the antece-
dents and consequences that are designed to modify these behaviors, are
determined in almost every instance by the teacher. While O’Leary (1972):
Reith and Hall (1974), Willis and Giles {1976) and others have pointed out
the personal and social benefits to the vast majority of subjects in numerous
apphed behavioral analysis studies in the schools, it has not been until re-
cently that strategies for increasing students’ self-control or self-manage-
ment have begun to receive Increased attention in the behavioral literature
(McLaughlin, 1976; Karoly, 1977; Polsgrove, 1979).

SELF-CONTROL: A BEHAVIORAL CONCEPTUALIZATION

The area of self-control has been clouded by problems of definition There
continues to exist “a broad and diverse interpretation (of) the term self-con-
troi” (Thoresen and Mahoney, 1974). terms such as self-awareness (Lon-
don, 1971, Catama, 1975), self-management (O'Leary, 1972, Mahoney,
1972), seff-instruction (Meichenbaum, 1975), self-monitoring (Broden, Hall
and Mitts, 1971, McFall, 1977), self-reinforcement (Goldiamond, 1965), self-
regulation {Kanfer and Karoly, 1972, Kanfer, 1975), self-determination
(Skinner, 1953), and self-imposed behavior modification (Cautela, 1969),
are often used interchangeably by researchers. As Thoresen and Mahoney
(1974) state, this practice contributes to the confusion about this area of
study. The nature of the problem s succinctly stated by Kanfer and Phillips
when they observe that, "the practical management of self-controthas been
easier to achieve than the conceptualization” (1970, p. 412)

The components of two definitions or explanations of self-control will be
examined in relation to their relevance to children controlling their own be-
havior in the classroom. First, Glynn, Thomas, and Shee (1973; provide a
conceptual base for the analysss of self-control in terms of four behavioral
components:

(1) self-assessment where the individual may examine his own behavior
and decide whether or not he has performed a specified behavior or class of
behaviors; .

(2) solf-recording where the individual may objectively record the fre-
quency of his own performance of a given-behavior or class of behaviors,

(3) self-determination of reinforcement where the individual may deter-
mine from all available reinforcers the nature and amount of reinforcement
he should receive contingent upon his performance of a given behavior or
class of behaviors; and

(4) seff-administration of reinforcement where the individual dispenses his
reinforcers (which may or may not be self-determined) contingentupon his
performance of a given behavior or class of'behaviors (p. 105)
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Glynn, Thomas, and Shee (1973) examined the behavior maintenance
properties of these four components of self-control with eight regular pri-
mary school children. Using a multiple baseline design that included inter-
nal and externai control conditions {e.g., the four components), the children
maintained high rates of on-task behavior that had been established by ex-
ternaily administered reinforcement procedures. The students assessed
and recorded their own on-task behavior as well as determined and admin-
istered the reinforcers for these behaviors.

Kanfer and Karoly (1972) and Kanfer (1975) provide a second. and a bit
more complex, definition of self-regulation. Their definition has helped clar-
ify the confusion created by muitiple definitions and labels for similar phe-
nomena by establishing a self-control paradigm that describes the compo-
* nents okself-controt behavior. The concept of self-regulation is concerned
with the processes by which the child alters or maintains his behaviorinthe
absence of immediate externai supports. Self-control is viewed as the final
outcome of a three-stage self-regulatory process involving. (1) self-moni-
toring, (2) self-evaluation, and (3) self-reinforcement or self-punishment

Self-Monitoring. The process where the child observes his own behavior
monitoring is called self-monitoring. Polsgrove (1979) describes an exam-
ple of how the self-monitoring process might work:

in training a chiid to monitor his behavior a trainer may first select and behav-
1orally define atarget behavior Next, he may have the child record examples
of his behavior using a wrist counter, abacus. tally card, or stop watch The
chiid may also monitor a graph. chart. or ajournal of his behavio. Self moni-
toring and recording provides visual feedback of the child's progress and
leads to self-evaluation (p 118)

There are severai recent studies where chiidr2n were taught self-monitoring
in an attempt to modify various disruptive a* d off-task behaviors Broden,
Hail and Mitts (1971) found that an eighth grade girl increased her study be-
havior from 30 percent to 78 percent following self-recording of “er study
behavior and reporting this behavior to the counselor Self-mon’.orig plus
contingent adult praise increased study behavior to 88 percent but adult
praicz alone decreased the behavior to 77 percent. Broden and her col-
teagues, however, found that self-monitoring did not maintain behavior
change for asecond child. Gottman and McFall (1972) found that when dis-
ruptive adolescents were asked to record the times they contributedto class
discussion they, in fact, increased these class contributions A comparison
group who recorded the number of times they felt like contributing but did
not, decreased their class discussion behaviors. Bolstad and Johnson
(1972) found that elementary school children "were capable of self-observ-
ing their frequency of disruptive behavior with respectable accuracy” (p
451-452). They accurately monitored their unauthorized speech, out-of-
seat behavior, and physical aggression. Glynn, Thomas, and Shee (1973).
mentioned earlier in relation to the four components of self-control, trained
eight school children to accurately assess {monitor) their behavior and use
these data as a basis for contingent self-reinforcement McLaughlin and
Malaby (1975), on the other hand, found that self-monitoring in the form of
self-recording, graphing and tokens was less effective in reducing the
number of incomplete assignments among sixth graders than an entire
190 token program with tokens, response cost, privileges, graphing, and self-
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recording. Although these resuits are not particularly surprising consider-
ing the magnitude of the latter intervention, the study does illustrate the
potency of combining externai and internal control variables.

Self-Evaluation. Kanfer and Karoly's (1972) second stage in the self-regula-
tion process is self-evaiuation which involves “making a discrimination or
judgement about the accuracy of . . . performance relative to asubjectively

held standard or comparison criterion” (p. 209). This involves a comparison 7

of one's behavior against an established personal or normative standard
Self-evaluation 1s greatly facilitated when individuals have self-monitored
datan the form of records, charts, and graphs of their behavior. Self-evalua-
tion serves as a cue for determining the degree of allowable self-reinforce-
ment. Theiefore, when the child evaluates his behavior favorably, he may
delivet overt or covert positive self-reinforcement. Conversely, when he
judges his behavior negatively, he may self-administer aversive conse-
quences. Self-evaluation thus becomes a vital middle link or stage in the
self-reguiation process. That child must record his behavior (monitoring),
make a judgement about his behavior relative to some standard (evalua-
tion), and deliver self-contingencies (reinforcement or punishment).

Seif-Reinforcement or Self-Pumishment. The final stage of Kanfer and Karo-
ly s mode! of self-regulation is self-reinforcerhent in which the judgement
made in seif-evaluation acts as a stimulus for either positive self-reinforce-
ment or self-presented aversive stimulation.

Lowitt and Curtiss (1969) investigated the effects of teacher-determined
versus student-determined contingencies of reinforcement The data indi-
cated that the 12-year-old subject produced a greater number of academic
responses per minute when he specified th’ie contingencies rather than
when the teacher specified them. The superiority of the self-specified con-
tingencies maintained even when the magnitude of the reinforcement was
held constant, that is, when the teacher and child delivered the same
amount of reinforcement, the child still performed at a higher rate when he
chose the contingencies.

Bolstad and Johnson (1972) compared the effectiveness of teacher versus
child regulation of reinforcement on the disruptive behaviors of 2 first and
second graders. The self-reinforcement condition resulted in a 40 percent
decrease in disruptive behavior when compared to the teacher reinforce-
ment condition.

Aithough evidence is available regarding the efficacy of self-reinforcement
procedures, a number of the comparative studies found that external and
self-reinforcement procedures were equally effective in the classroom
Glynn (1970), Johnson (1970), Johnson and Martin {1973), Felixbrod and
O Leary {1973). and Dana (1974) all found that children’s rate of behavior
was equally. atfected by self- and teacher-imposed contingencies.

Thus, given that the classroom studies comparing the effects of external
and self-reinforcement indicate that self-imposed contingencies are either
more effective or as effective as teacher-imposed contingencies, perhaps
this area of classroom research should be further investigated in terms of
the relationship between seif-regulation and the socialization process men-
tioned earlier.
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SELF-DIRECTED BEHAVIOR CONTROL

The: self-directed behavior control research that has been conducted to
date inthe classroom can be divided into two types of studies, (1) self-main-
tenance where the child uses self-control procedures to maintain behaviors
acquired inttially through external or teacher control, and (2) self-change
where the chiid is taught seif-control procedures to develop new behaviors
not previously in his repertoire.

Self-Maintenance. One method suggested by Stokes and Baer (1977) for
facihtating the maintenance and generalization of appropniate behaviors
developed through systematic external reinforcement is to program child
self-regulation behaviors (e.g.. self-monitoring, self-evaluation, and self-
reinforcement) into the child's behavioral repertoire. The majority of self-
control stuuies have, in fact, begun from an external control base

interestingly, a study conducted by Santogrossi, O'Leary, Ramanczyk, and
Kaufman (1973), which showed that self-reguiation conditions wer¢ inef-
fective in maintaining the low levels of disruptive behaviors previously es-
tablished by externaily imposed contingencies, hasleadto anumber of stud-
ies where the reverse effect was achieved. In the Santogrossi et. al , (1973)
study, the nine adolescent subjects in a psychiatric hospital, when given the
opportunity to self-monitor, self-evaluate, and self-reinforce their com-
pliance with five classroom rules, tended to overrate their compliance be-
havior and beat the system. In other words, they could continue to be dis-
ruptive and stili recewve the desired reinforcers by giving themselves inflated
self-evaluations.

Drabman, Spitainik and O’Leary (1973) and Turkewitz, O’'Leary and lron-
_ smith (1975) improved on the initial Santogrossiet. al., study and found that
self-reguiation procedures can increase mantenance of behavio- initially
developed through externai regulation procedures. Drabman et al, (1973)
introduced a gradual transition from external to selt-reinforcement condi-
tions by slowly fading out the checking and comparing of child ratings of
disruptibie behavior with teacher ratings of the same behavior Turkewitz
et. al., (1975), in a systematic replication of the Drabman et. al , (1973) study.
\ found that consequences for self-evaluation and back-up reinforcers could
\  begradually faded out while maintaining low rates of disruptive behavior
\ - Thus, a critical factor in the successful transition is made 1f the transition is
\Systematically and gradually programmed, it appears that self-regulation

ay maintain treatment effects first developed through teacher control

Thg Glynn, Thomas and Shee (1973) study also indicated that self-regula-
tion procedures resuited in the maintenance of high levels of on-task behav-
1or previously established by externaily administered reinforcement Anin-
teresting additional finding in this study was the apparent reduction in the
variance in the behavior during the three self-control periods This greater
stability of on-task behavior when the students recorded and assessed their
own behavior, as well as determined ghd administered the levels of rein-
forcement for these behaviors, may prove an added benefit for developing
self-control as a behavioral maintenance procedure.

Self Change. Several studies have introduced self-control procedures to
102  chldren in classroom settings when they have had no prior experience with
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systematic external control procedures. These studies were designed to
use self-control ac the primary intervention to bring about behavioral
change. Glynn and Thomas (1974) examined the effects of self-regulation
proceduregon the on-task behavior of nine “difficult to manage" third grad-
ers. The ciiidren, who had no prior expe'rience with atoken economy, failed
to increase their on-task behavior under self-regulation until a “behavioral
cueing procedure” was instigated which signalled to the children whether
teacher-directed or work-directed behaviors would be considered on-task
at a given moment.

Broden, Hall and Mitts (1971) found mixed results indicating that self-regu-
lation as intervention was effective in increasing an eighth grade girl's study
behavior but of questionable effectiveness in reducing an eighth grade
boy's talk-outs. Although, in the latter case, talk-outs decreased signifi-
cantly when self-recording was in effect during initial intervention periods,
talk-outs failed to decrease significantly following the second baseline pe-
riod. This tatter finding may indicate that the effects of self-recording alone
may not be long-lasting.

Kunzelmann (1970) introduced self-recording as an intervention procedure
to decrease whining behavier. Following baseline, which showed a rate of
2.5 whines per hour, the chud was instructed to record his own behaviorona
“countoon . Whining behavior decreased to zero within ten days and main-
tained at zero for six weeks. Although this study was limited by being an AB
Design, one component of self-regulation, namely self-monitoring, ap-
peared to affect whining behavior.

SELF-CONTROL AND EXCEPTIONAL CHILDREN

Recently there has been a call' for the developnient of self-regulatory skills
in exceptional children (Kurtz and Meisworth, 1976, Litrownik, Frietas, and
Franzim 1978, Mahoney and Mahoney, 1976). A large part of our interest in
this line of research is related to the development of social competence—
something which we as adults often take for granted—e.g., not talking to
strangers on an elevator, or not asking an obese stranger how much he/she
weighs. The development of these skills is often taken for granted in
schools, 1.e., the "hidden curniculum”. Yet, for exceptional children, the de-
velopment of precisely these types of skills may be the entire curriculum
(Hewett and Forness, 1974).

Aithough the self-control literature has indicated promise as an effective
behavior change method, the application of this knowledge has been slow
in extending to exceptional populations, especially with the more severe
cases of behavior disorders and mental retardation. In part this has been
due toattitudes such as that expressed by Robinson and Robinson (1976) in
the following quote referring to TMR's, ™. . . TMR children will not achieve
any measure of social or economic independence as adults " Such atti-
tudes are hardly conducive in the applicatiort-of self-contro! techniques to
exceptional populations.

We have seen that self-control” may consist of avariety of events/activities

The authors would nke to thank Lisa Koemg and Karen Kitinoja for assistance nr ¢ ollecting
these dala
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self-monitoring, selection of terminal behaviors/goals, setting behavioral
standards, establishing contingencies, etc. These behaviors may be con-
ceptualized as lyingon a continuum from entry level behaviors to terminal
behaviors, easiest to hardest, etc. Exceptional children should be taught to
move along this continuum by exhibiting self-control to whatever degree
possible. For example, if it is established that TMR's can self-monitor but
cannot self-evaluate, then the dea of self-control should not be completely
discarded. Rather, these individuals should be trained to self-monitor. Hel-
land, Paluck, & Klein (1976) atten.pted to train adult TMR's to self-monitor
and self-reinforce in a vocational workshop task. The task consisted of col-
lating paper by taking 1 piece ot uiank paper from each of two piles, stapling
them together, and making a 3rd pile. The dbbjective was to determine

whether the Ss couid self-monitor and self-reinforce after every 10th sheet *

To compensate for deficient counting skills, a piece of blank colored paper
was inserted after every 10 sheets to help structure the situation. Similarly,
in the Kunzelmann (1970) study, countoons greatly simplified the-task of
seif-recording and enhanced interest and motivation. In the study by Glynn
and Thomas (1974) with third grade students, subjects were instructed to
seif-monitor on-task and off-task classroom behavior. However, many stu-
dents initially had trouble distinguishing appropriate on-task and off-task
behaviors. Therefore, a color-coded chart was displayed onthe blackboard
to indicate changing requirements of on-task behavior. For example, a red
chart indicated that appropriate on-task behavior included looking at the
teacher, staying in seat, and being quiet. A green chart indicated that ap-
propriate on-task behavior included working silently, writing in the test, and
reading the board. -

Although the literature on seif-control seems to hold promise for excep-
tional children, there are stiil many unresolved questions It is therefore im-
portant to briefly examine the future directions for researcn. The data on
self-,:amtaning with moderately tetarded and behaviorally disordered chil-
dren indicate that they can accurately sgjf-monitor. However. there are a
vanety of factors known to affect monitoring accuracy wrich need tobe in-
vestigated. These include ’

1 Taskdifficulty —simplerecording witha (¥ ) vs. describing behavior. an-
tecedents, consequences

Type of task—motor, cognitive, verbal
Consequences—teacher {external) vs, self (internal)

Awareness of accuracy assessment—"being watched"
Concurrent demands during self recording

D s W N

Reactivity »tfects—~does simple recording change the level of the
behavior?

7 Identification of target behavior—external vs. internal

Another research area warranting investigation includes the sequential
steps of seif-control, self-evaluation (setting standards), and self-rein-
forcement, 1.e., what are the separate effects of each component? Finally,
the entire area of cue regulation (Kurtz and Neisworth, 1976), or actions
taken to aiter conditions antecedent to a target behavior, has received little
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adtention. This includes simple alterations of the environment such as not
carryingchange when on adietsoasnotto be able to buy candy It may also
include the use of self-instructions, which has been successful in modifying
the behaviors of hyperactive and schizophrenic children (Meichenbaum
and Cameron, 1974).

Hopefully further research and application of self-control techniques will
assure the integration of exceptional children into mainstream social struc-
tures to the maximum extent possible. Thefactthat exceptional populations
must be cared for need not preclude them from caring for themselves
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Dispositional Attribution in
Behavior Disordered Children

Prtina Goldfarb

INTRODUCTION

Diagnosis and treatment of disturbance from an ecological frame-work
means that the interface between the child and his/her ecosystem is investi-

. gated This interface may be seen as the interaction the child has with par-
ents, school and community. The quality of this interaction, is first and
toremost based on the ability of the individuals to systematize, organize and
evaluate accurately personal and societal events. People are not dispas-
stonate observers of human behavior. They atiempt to understand the be-
.havior of others by explaining it, making value judgments avoutit, and de-
termining what it means for them. Thisis done by attributing characteristics
and underlying dispositions to a person oragroup This process of evaluat-
tng the behavior of others and attributing specifictraits to them s called at-
tribution Dispositional attribution serves two purposes, to increase the
percewer's understanding of behaviorandto increase the perceiver’s ability
to predict what the actor s likely to doin the future (Shaver, 1975) Thisproc-
ess of dispositional attnbution helps to organize and make sense of an
otherwise unpredictable world.

Behavior disordered children appear to have a greater difficulty with dispo-
sitional attnibution than other children and therefore also have difficulty un-
derstanding and predicting future events. A typical occurrence in a class-
room for the behavior disordered 1s when one student accidentally bumps
into another student and the behavior is n_1isinterpre,ted as a personal as-
sault. This misinterpretation of reality creates conflict and unpredictability
for the student,

Attnibution theory attemp.s to specify the process a perceiver uses to ex-
plain and predict the behavior of others. There are three basic stages of the
attribution process. The necessary first stepis the observation of an action
The perceiver may observethe actol in person, may view a representation of
the action (film) or may gather inlérmation in some less direct manner (in
writing, an account of an observer, etc.). The further removed from the ac-
tion and the more the perceiver reli¢s heavily on the information p'rovided by
intermediaries the greater the poténtial for misinterpretation of the action
However, without some form of observation, no attribution will take place It
is the basis for later attribution.

However, not all observed behavioris attributionally meaningful To be use-

ful an observed action must be judged to be an intentional act Involuntary,

. routine or habitual actions are not considered intentional They do not re-

veal much information about the underlying disposition of an individual To

198 be attributionally valuable an action must be judged to have originated from
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an intention. The more careful perceiver will rely on his assessment of the
circumstances surrounding the action, and on his own past experience as
an actor i sumilar situations to arrive at a judgment of intention This is the
second step in determining dispositional attribution.

The last step in this process 1s the dispositional attribution A dispositional
attribution 1s necessary because it answers the question of why an action
has taken piace. The action can either be attributed to environmental condi-
tions (a product of the situation which would only be repeated under similar
circumstances) or a personal disposition (personality characteristics of the
individual). Attrib . .on theory attemptsto specify processes within the per-
cewer that are involved in his explanation and prediction of the behavior of
others. At each step toward personal attribution, the perceiver adds to his
understanding of the action his ability to predict its future occurrence Ac-
cording to Kelley (1972), it must be determined whether the action of others
are attributable to internal factors (personality characteristics), external
factors (environmental stimuli) or transient factors {uniqueto aspecific sit-
uation or momentn time). This determination is made by means ofa princi-
ple of covariation between potential causés and effects along a three di-
mensional model. First, the percewver makes a judgment of distinctiveness
of the stimulus. Distinctiveness refers to the extenf to which this person
reacts in the same manner in other situations, or to similar stimuli The per-
cewver aiso makes a judgment of consensus. Consensus is the extent to
which other peopie act in the same manner as the individual in question

Finally, the perceiver makes a judgment of consistency Consistency is the
extent to which this person acts In the same manner on other occasions

Usingthe principle of covanation, the perceiver is most likely to attribute the
actor s behavior to internal causes (dispositional attribution) under condi-
tions of low consensus, high consistency and low distinctiveness While at-
tnibutions to external causes would be made under conditions of high con-
sensus, high consistency and high distinctiveness. Aitributions of transient
factors are made under conditions of low consensus, low consistency and
high distinctiveness.

An example of a dispositional attribution can be made when observing a
teacher yelling andreprimandinga student in the school hallway If no other
teacher has ever been seen reprimanding this student at other times, the
consensus that the student 1s a "trouble maker" i1s low |f this same teacher
has been seen reprimanding this student in the past, the consistency of the
teacher s behavioris high. If the teacher responds to other studentsinasim-
Jarmanner, the distinctiveness of this action is also low Itcan be concluded
that the teacher's reprimand, can be attributed to a personal disposition
(dishke for students, low frustration tolerance, or simply mean) rather than
to environmental conditions, such as student misbehavior

Attributional bias and error i1s possible at every step of determining a dispo-
sitional attribution. Addifionally, all individuals make errors in attribution

However, behavior disordered (BD) children, especially those that are basi-
cally aggressive (actingout), potentially can make more errors in attribution
due to their unique combination of behavioral and personality characteris-
tics Singlely. this misattribution becomes a characteristic of the disturbed
child.

The first element 1n the attnbution process is the observation of action

RUp

199




Aruitoxt provided by Eic:

[

Shaver (1975) suggests that to avoid bias at this stage of attributionthe per-
cewer must try to put aside personal expectation and prejudice and com-
pare the description of the situation with others. The perceiver must also try
to form an impression based on complete segments of behavior ratherthan
iittle bits of information. All this may be very ditticuit for BD children Firstof
all, these children unconsciously distort actions due to their psychological
needs and motivations. Their self-concepts and self-esteem are very low
They have need for great amounts of emotional support and are develop-
mentally immature which suggests elements of egocentricity Therefore. it
1 virtually impossible for them to put aside their own motivations tomakea
more accurate attribution. Behavior disordered children may also have dif-
ficulty attending to ali situational detail and the actor at the same time In
many instances these children are unfamiiar with the situation They are
unable to draw from their own past experiences to gain insight into the sit-
uational circumstances. This may be dueto a BD child's limited background
of expenences They also may not attend to situational factors due to the
dithiculty in prionitizing in order of importance situational vanables This dif-
ficuity with pnontizing 1s evident in the way BD children approach thelearn-
ing and organizational processes. Behavior disordered children may also
have problems understanding cause-effect relationships which create
problems when an attribution to environmental stimuli is required More
trequently they will attribute behavior of others to internal variables be-
cause they cannotrelate to environmental causes effecting the behaviors of
others (only of themselves). Shaver (1975) suggests thatdue tothe primacy
effect we needtotry to take in entire behaviors rather than segments Many
BD children are charactenistically impulsive and distractible which makes 1t
very difficuit for them to gather much information. Frequently they will
Jjudge behavior based on small samples of behavior

To prevent error in the judgment of intention, the perceiver must determine
whether there exists plausible goals for the action and whether the actor is
exerting himselt in the direction of the goal. Additionally, the action must
occur n the immediate vicinity of the actor (Shaver, 1975) Using Kelley's
model (1972) of attnbutiun, the judgment of intention follows along three
conceptual iines which aid in determining if there are plausible goals and !f
the actor is deliberately moving toward these goals BD children again have
difficulty making judgments along ali three dimensions of Kelley's model
With respect to the judgment of distinctiveness, a BD child may have prob-
tfems determining if the behavior i1s evident across many situations due to
inhibiting charactenistics (hyperactivity, impulsivity, distractibility and dif-
ficuities making generahzations). These characteristics inhibit concentra-
uon and cognitive understanding required to evaluate many situations in
which the actor may function. Judgments of consensus are equally as diffi-
cult. A BD child, especially one that acts out, may have difficulty under-
standing and relating to persons in authority positions He, in a sense, de-
velops stereotypic views of people, especially adults Theretore, the fact
that others aiso behave like the actor only reinforces his stereotypic views of
others and still constitutes a dispositional attribution for the actor Ditficul-
ties with generalizations and hyperactivity which inhibits processing entire
bodies of information cre“a/tes problems when judging the consistency ofan
actor's behavior. A very common characteristic of BD children is that they
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TABLE 1
Observation of Action

Integritles

Interfering Characteristics . intervention Strategies

1. Puts aside personal expectations

and prejudice.

2. Observes complete segments of

behavior.

3. Compares description of situation

with others.

. Has difficulty putting aside ones own OBSERVATIONAL PRACTICE

motivations and needs to observe

accurately Structured—fitm
e —video
distorts actions ‘ —role play
low self-esteem pegocentricity !
immature Intent:
. Observes only small segments of Shaping awareness of detail
information.
. Does not compare description of Exposure to common Situational
situation with others. experiences
Difficulty attending to situation and Discussion of importance of
actor situational detail
Poor background of expenence Discussion of cause-effect

relationships

Difficulty with prioritizing
Opportunity to compare

Difficulty understanding cause-effect descriptions
relationships
Impulsive :

Distractible
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have developed a generalized expectancy for external locus of controf for
reinforcement. One might say that due to early failure when attempting to
affect their environment, they feel that what happens to them is beyond their
control. According to deCharms (1968), when a perceiver believes another
person to have originated an action that is harmtul, the evaluation of himis
more negative than if the perceiver believes that the actor is merely behav-
ing negatively due to forces beyond his control. For a child who has expec-
tancy for external locus of control for reinforcement, he sees other people
asresponsible and in control of those reinforcers. Therefore, the BD child’s
judgment of an actor's behavior would be more often than not originating
with the person. For example, child A trips child B. Child B probably will
misperceive this act to be intentional because hg believes that everyone else
has control o1 variables in the environment and capable of passing out nega-
tive and positive reinforcers including punishment.

in the finai step of the attribution process a dispositional attribution is made
The attribul n that 1s made is not between the environment in general and
the person x general, but rather between a specific force in the environment
and a spgeffic personal disposition. According to Jones and Nisbett (1971)
there s potential for attributional error because actcrs tend to attribute ac-
tions to situational requirements and observers attribute actions to personal
dispositions. There s also a tendency to assign causal attributesto a dispo-
sition and to ciuster personal attributes togethar into organized personality
groups. This may account for some percentage of error in attribution This
behavior is clearly seen in the BD child who hastely stereotypes people
based on smali samples of behavior. They are convinced that those who de-
uver reinforcers (external locus of control) have certain characteristics that
will be the cause of future behavior {(negative). This becomes apparent
when the BD chiid is convinced that "mean” people prevent him fromexge-
riencing events or obtaining particular items. BD children appear to have
elaborate defense mechanisms that allow them to "function” and cope
within their ecosystems. Defense mechanisms such as rationalization and
projection wouid make it difficult to understand the role of the actor This
inability to take another's perspective contributes to misperception of the
behavior of others. Additionaily, heightened emotionality makes evaluation
of the situation more difficult.

By nom ans)s the assumption being made that every attributiona BD child
makes 19in error nor that every possible error will occur Although not any
one child has ali these charactenistics, they are typical of BD children Mis-
perceptions and errors in dispositional attributions is a characteristic that is
frequently appuient.

This v.nderstanding 1s crucial to treatment. Treatment frequently incorpo-
rates a clanfication of reality. With the understanding of attribution and the

" thre processes(observation.|udgmentofintentionanddispositionalattri-

butien) treatment could focus on the aspects of attribution that have broken
down. This would be in essence a task analysis of the perceptual difficulties
and the treatn.ant would focus on the smaller component parts of the
problem.

An exampie of intervention strategies that could specifically address the dif-
ficulties that can occur in observation of action (difficulty putting aside ones
own motivations and needs, observing only small segments of behavior,

1)
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TABLE 2
Judgment of Intention

Integrities

Interfering Characteristics

Intervention Strategles

1. Distinctiveness

Determine if— . Is behavior
evident across
there are plau- setting?
sible goals for ‘
action.

2. Consensus

Do others act

in the same
manner?
actor is exert- 3. Consistency
ing himseif in
direction of Is behavior
goal. evident on
other occa-
sions?

1. [nhibited concentration and
cognitive understanding to
evaluate situations.

hyperactivity

impulsivity

distractibility

difficulty with generalization
2. Reinforces stereotypic views

difficulty retating to persons
in authority

3. Difficulty processing entire
bodies of information.

hyperactivity
impulsivity
distractibility
difficulty with
generalizations

OBSERVATIONAL PRACTICE

Structured—film
~video
—role play
Unstructured—actual
—situational
—occurrences

Intent;
Practice in deter-
mining distinctive-
ness, concensus, and
consistency.

Shaping an awareness
to stereotyping
behavior.
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P TABLE 3
> Dispositional Attribution
integrities interfering Characteristics intervention Strategies
1. Takes role of actor. 1. Has difficulty putting aside ones own ROLE PLAY
motivations and needs.
Intent:
emotionality Practice taking the role of the actor.
projection -
2. Observes carefully situational 2. Overemphasizes the "personality” of the RESPONSIBILITY TRAINING
constraints. actor. (Does not attend to situational
constraints.) Structure choices

Behavior modification
generalized expectancy for external locus Value Clarification
- of control for reinforcement.
: Intent:
Practice using internal locus of
control.

OBSERVATIONAL PRACTICE
Structured
Unstructured
Intent:
Exposure to realistic situational
constraints
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and the inability tocompare occurrences with others) are structured obser-
vational practices. These observational practices would be a presentation
of predetermined segments of behavior through film, video and/or role play
situations-that students and teachers would discuss. The intent of these ob-
servationalpractices would be to. (1) slowly shape the student’s awareness
to situational and behavioral detail by introducing more complex and
tengthy behavioral clips, (2) to expose students to more common situationa!
experiences that they may not have personally experienced, (3) to discuss
the importance or lack of importance of situational details, and (4) to pro-
vide opportunity for students to compare descriptions of situations in order
to build awareness of differing viewpoints and a need for censensus (See
Table 1).

Ditficulties in judgment of intention can also be addressed through siruc-
tured observational practices. However, the purpose of these observational
practices would be to give students experience in evaluating the distinc-
tiveness of situations, and the consistency and consensus of the target be-
havior. These observational practices must be designed so that evaluations
can bemade across situations and time. Actual situational occurrences that
happen daily within the context of the school may also be useful material to
discuss with respect to distinctiveness, consistency and consensus Aswas
stated earlier, a judgment of consensus frequently reinforces stereotypic
views. Therefore, a diffgrent set of observational practices can be used to
shape an awareness of stereotyping as a behavior. This could be done by
first presenting situations in which judgments of consensus are blatantly
stereotypic and then slowly introduce more subtle forms of stereotyping
behavior to be evaluated. It would be important here to emphasize that
judgments of consensus must be based on actual occurrences rather than
stereotypic beliefs (See Table 2).

To make an accurate dispositional attribution the student must take the rote
of the actor, and observe carefully the situational constraints that influence
the actor's behavior. The use of role play to practice taking the role of the
actor 1s one method to improve this skill. Again the use of observational
practice could be used to discuss the situational constraints that have an
impact on peopie’s behavior. Additionally, intervention should also include
strategies to make students more responsible for their behavior This may
be done by programming structured choices, using behavior modification
techmques and/or vaiue clarification. This would help to alter the Students
generalized expectancy for external locus of control of reinforcement and
thereby aid 1n evaluating the importance of situational constraints (See
Table 3). \

Practice in the three basic stages required for accurate dispositional attribu-
tion teaches students how to cognitively mediate this process which will
help them to increase their understanding of behavior and their ability to
predict future behavior. There 1s a greater potential for success when the
problem of misperception of reality is not treated in a global sense but rather
in relation to specific behaviors.
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Treatment of Behavior Disorders
Among Intellectually Gifted
Youngsters: Case Studies with a
Family-Centered Approach

Sanford J. Cohn and Peter M. Finlay

INTRODUCTION

Historicaily, atitudes toward inteliectually very able youngsters were noto-
riously negative. Stanley (1974) pointed out that Thackery ". inadvert-
ently may have helped coin the familiar expression ‘precocious brat’ "
as early as 1855, Among society’s arsenal of stereotypic epigrams concern-
ing gifted children were those that assured “early ripe, early rot” or that in-
sisted a child have some compensatory deficits to balance extraordinary in-
tellectual gifts. As a generality one supposed certain result of extreme
intellectual capacity was social and emotional maladjustment.

Terman (1925) began his monumental life-time study of more than 1 ,500in-
teltectually gifted children to subject the above-mentioned stereotypes of
such youths toempinical study. In spite of some acknowledged deficiencies
concerning Terman's sample of youngsters, the evidence suggested that
contrary to the many derogatory myths about them, brilliant children ap-
pear to be at least as healthy, physically and emotionally, as their more typ&-
cal agemates. Hollingworth's (1929) work substantiated Terman'’s conclu-
sions. Moreover, five-year follow-up results from the longitudinal inter-
vention study concerning the education of mathematically able youths, in-
itiated 1n 1971 at The Johns Hopkins University by Julian C. Stanley as the
Study of Mathematically Precocious Youth (SMPY), have indicated that in-
tellectually able youth are also extraordinarily active in extracurricularac-
tivities both inside and outside of school (Cohn 1980) Several outstanding
examples of noteworthy professional development of a few of the earliest
SMPYers suggest that these youths have remarkable resources upon which
1o draw for their social and emotional growth as well as for cognitive devel-
opment (Nevin, 1977, Time, 1977). Of course these "pace-setters” represent
a forcrornillustrations, that 1s, without substantial social and emotional de-
velopment none of these youths could have achieved as much as they had

The Study of Mathematically Precocious Youths (SMPY) has ceased con-
ducting its searches for precocious mathematical reasoners (An Office for
Tatent Identification and Development [OTID] has assumed the talent
searches under the direct auspices of the Provost of The Johns Hopkins
University,) SMPY has turned its focus to the follow-up studies concerning
its over 10,000 participants. Results from the first two, of eventually six, co-
horts of the five-year follow-up survey have been reported (Benbow, 1979; 207

4 - Rl4




Aruitoxt provided by Eic:

Cohn, 1980). Many of the yuuths who chose to enter SMPY's talent searches
demonstrated considerable robustness under stress during several days of
intensive testing 10 map profiles of their cognitive and affective devel-
opment.

it was notinfrequent that these youths and their families requested informa-
tion concerning educational planning from SMPY staff members Very
rarely, in fact only a handful of imes, youths or :heir families requested help
concerning a youngster's behavioral problems. In such cases referrals were
made for appropriate counsehling. Upon study, it was found consistently that
the underlying exhibited behavior problems were the result of familial adap-
tations rather than related at all to the youth's intellectual giftedness. Two
briefly described case studies aretncluded in this paper to llustrate not only
the family's invoivement in the evolution of these youths' problems. but also
the method by which counseling was conducted.

The following cases represent an opportunity to look into the content and
family-life processes of two disordered situations. What makes them special
is the presence of at least one child member who s recognized as gifted and
who s going through adolescence atthis tir - Adolescence is respected by
educators and therapists as an extraordinarily challenging stage of life for
peopie to traverse and a difficult one with which adults and parents deal
What unifies the character of these two cases is the contribution the mar-
nage makes to iInsuring an environment of disorder that the “acting out” be-
haviors of the chiid honestly reflect. Itis important to keep in mind that the
role of giftedness in the child, while often the issue around which the par-
ents ratiied 1n order not to deal with the core problems of the marital rela-
tionship, in reality never functior.ed as a celebrated cause for the parents to
seek help for the “special problems” of their gifted child. As soon as the
problem was redefined as an issue of the adolescent need for individuation
and separateness from the marriage, the family ceased to focus upon the
child’s intellectual ability as the presenting problem.

Once this leap in perception had been made and the environment had been
deaitwith as afunctionof a normal” problem, the stigma of giftedness was
removed within the family and a model designed specifically to treat the
need for individuation (referred to later as bi-modal counseling model) was
applied with good outcome. Perhaps the most significan® result of case ef-
forts 1 and 2 was the placing of giftedness outside the -ontext of malad-
justed or maladapted behavior

BI-MODAL COUNSELING MODEL

T he Bi-modal Counseling Model 1s barne out of a blending together of the
concepts of adolescent individuation of Redl (1966) and Laurich, and Conti,
(Conti and Laurich, 1975). Redl, who ran a series of residential child care
centers in post-Worlid War Il Germany, recognized the need to supply ado-
lescent chiidren who were removed from their families with several adult
supervisory persons rather than Mother/Father surrogate parents He rea-
soned that the major task of adolescence is to move away from the family
»nto adulthood over a period of several years. To force a teen-ager torelate
to supervisors as parents is contra-social and contra-biological to the de-
mands of their age-level. By placing aset of supervisors in positions of care
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" and availabihity for the adolescent, the teen-ager has options for seeking
~and choosing adult models of behavior and problem-solving which he or

she senses or conciudes are appropriate in style and content for the kind of
person into which she or he will develop. This process of supplying options
to the adolescent is referred to by Laurich as “diluted parenting”

The bi-modai concept 1s a modification of the process of dilution required
by the adolescent, gifted or otherwise, for growth and individuation In its
one vanation or adaptation, bi-modal interventions may be used by institu-

 tions with'resident populations, another, and the one applied in the two

cited case examples, 1s the application to the still-intact family containing
an adolescent who 1s in reaction and who is struggling to face the evolution
of “becoming a separate person.” Bi-modal intervention is structured
around the conjoint apphcation of a two-personteam of compatible educa-
tors, counselors, or therapists to the nature of the family problem. While oc-
cupying separate rooms Counselor A meets with the parents at the same
uime, in the same place as:Counselor B who works with the adolescent The
very structure of the bi-modal model reflects the need of the parents tolet go
of their child by giving him or her up to the other Counselor They can do
this because they are meeting with their own Counselor whom they know
works closely and well with their teen-ager's Counselor They can “trust”
that their messages about their child will reach the other Counselor because
of the relationship within the model. The teen-ager perceives that he or she
has his or her "own" Counselor who isn’t shared by the parents. This
stresses the feeling of dilution and individuation craved by this age group
The child also knows that he or she can “tell” on the parents without having
tosuffer retnbution and can get messages across which could never be sent
in aface-to-face child-parent transaction, given the usually low-level of ver-
bal messages emanating from adolescents.

Finally, the strength of the bi-modal intervention, which can be its weak-
ness, Is the compatibiity and cooperation af the counselors They must
converse before and after each family session so that the agenda remains
on course and $o that they don't get pulled by the child or parents into an
alliance against the ‘otherteam.” Rather, the counselors’ strength and great-
est service-remains 1n preserving their own individuality so that individua-
tion 1s effectively modeled to the adolescent. The parents can then move on
to the recontrasting of the marriage as it enters a new stage in its life in
which the children cease being the center of family functioning

CASE NUMBER ONE

This family consists of an intact marital dyad and three siblings, all male (15,
14, and 11 years of age). There were 25 contacts of which thelast three were
bi-modal intervention model. This family was referred ostensibly because
the parents, two of whose three children were quite intellectually gifted, did
not know what steps to take in planning their children's education Upon
inihal interview 1t was quite clear that this was a problem-plagued family
with regard to its internal dynamics and that educational issues were more a
symptom than a cause for intervention.

Weekly visits to the home were made by the social workers It became ap-
parentthat the parents were overwhelmed with three boys. two of whom are
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adolescents and one who s seizure-disordered, somewhat hyperactive and
physically large for his 11 years. Compounding this is the fact that the mar-
nage appeared never to have been good (and they had to get married) Fa-
ther longed to have "normal” athletic sons and spent long periods dwelling
upon his family's Southern-traditions and heritage as a compensation for
his self-concept problems. Mother was continually preoccupied with her
weight and hgure, both parents worked and ali three boys went to private
school. They had managed, in the face of all their own disappointments, to
make their individual schedules so busy and at odds with each other's that
they spent little or no time together.

The focus of treatment was to get father to accept his three sens' various
personalities and talents and for himtolet go of his desire to stigmatize their
differences. Because mother gladly joined in accomplishing this goal and
because their relationship was so poor, father reacted defensively After
prolonged efforts to get the family to functionina coordinated and caring
manner, a bi-modal intervention was structured with all three sons being
seen together by a chnical psychologist and the parents by the social
worker

The change in the self-conceggof the boys and their behaviors was imme-
diate. Their relationship with each other became less competitive and they
spent less time getting involved in their parents dilemmas Uniortunately,
father became upset at the prospect of having to deal with his marriage and
bailed out of therapy. The social worker's contact with the parents was ter-
minated but the boys continued to see the psychologist Contact with them
two months after work with the parents had ceased indicated that the boys
were progressing very well and their coping skills had continued to
increase

CASE NUMBER TWO

This family consisted of an intact mantal dyad and two siblings, one male
{14 years old) and one female (12 years old). There were 27 contacts of
which the last twelve were bi-modal intervention model This family was re-
terred because of severe acting out behaviors of thé son inthe home Much
of this activity was focused on the mother in which, in response to herdesire
to control her son's behaviors and career goals, her son would violently as-
sault her. Father, inreaction to this behavior, would counter assault the son
The daughter had managed to remain outside this pattern.

Fifteen contacts were made to the home with the objective of family therapy
While members were willing to attend. the needs of the individuals and the
marnage were so great that greater therapeutic leverage was required The
real client in the situation became the marriage but the parents had man-
aged to camouflage their problems by bringing their son in between them
and using him as a conduit of psychological battle. The objective of therapy
thus, became two fold. iberate the son from the psychic entrapment and
isolate the marnage from the children. It was deemed particularly.appropri-
ate to change the focus of treatment away from family therapy as the son’s
entrance into adolescence suggested the goals of increased functioning
and independence outside the family.
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The bi-modai iniervention was structured around the teaming of a psychia-
trist and a social worker. The psychiatnst focused his work on the son and
the social worker onthe parents. Thestructureof treatment was concurrent
meetings of all clients with their respective therapists at the same location in
ditferent offices. Each visit was preceded by a brief planning session be-
tween the therapists and also foliowed by another brief conference In a
general sense, it was decided that any work tobe accomplished wouldrein-
force the idea that the son had his uwn therapist and the parents had theirs,
thatif there were any intra-family issues. each client wasto bringthemto his
or her own therapist.

The outcome of this coordinated bi-modal intervention was a highly lever-
aged program for behavior change. The son ceased h 3 violent acting out
behaviors, reported increased sociaiization at school and in the neighbor-
hood Unfortunately, as a consequence of the son's changes, the marriage
became very unstable. This often occurs when the member of a pathologi-
cal behavior pattern changes thesr adaptive responses. Reactivity in the
marniage took the form of fighting between the parents. This degenerated
into a schuizophrenic break experienced by the mother, resulting in a two-
week hospitalization in a psychiatric facility.

Upon her release, she remained on medication but did not take it reliably
The father experienced a panic reaction to all of these changes and began
rationahzing withdrawal fromtreatment. He claimedthat his withdrawal was
based on expense, although insurange coverage was excellent

At the point of termination, mother was still on medication under the care of
a family doctor The marriage was superficially intact. The daughter who
had remained otiside of the family's events was unchanged, and the son
rad ceased ail violence and had become quite socially well-adjusted

One year later, the son contacted his psychiatrist by phone (he had had a
phobic response to telephones prior to treatment) to report he was quite
popular at school and to discuss via a one-appointment visit. his plans for
the future

The above case studies suggest a strategy for positive intervention in treat-
ment of some types of behavior problems exhibited by intellectually able
youths By providing ego support for the child and distractingthe parentsto
deal with their concerns, individuation and effective separa‘ion (necessary
for growth) appears to be faciitated. In these and other situations, the bi-
modal counseling strategy aiso appears to have offered system-wide sup-
port within the famuly for the youths' often atypical scholastic behavior ap-
propnate for his or her intellectual and, ultimately, social and emotional
growth It seemed that when the need for respect and non-judgmental sup-
port was met in intellectually precocious children, they tended to prosper.
often in spite of their parents. It aiso appeared that parents were relieved by
having someone help them with their “problem” children, when they them-
selves had been unable to do so Above all, with intellectually precocious
children a hittie went a long way Their extraordinary ability to learn ap-
peared to extend also (at least in the two cited cases) to their social and
emotional growth Of course, continued study is demanded to determine
whether or not such a tentatively suggested strategy is worthy of continued
use
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